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Introduction
This dissertation is a case study based on a small Catholic primary school in South Wales.  The school has 165 pupils, 24% of its pupils are eligible for free school meals and it is placed within the Yellow support category.  As a result of a huge reform currently taking place in the Welsh education system, the aim of the study is to gain more in-depth knowledge about a new curriculum based on values and then to evaluate the extent to which the school is currently promoting those values.  From this, the school will be able to continue to develop its ethos and curriculum ensuring that they are instilling these values into their pupils and helping them to become, well-rounded, ethical, future citizens of Wales and the wider world.
Background
In 1976, Prime Minister James Callaghan made a speech at Ruskin College in Oxford (Education in England, 1976) that, some would argue, launched ‘The Great Debate’ about education.  Callaghan spoke about ‘preparing future generations for life’ and added that ‘the goals of our education, from nursery school through to adult education, are clear enough. They are to equip children to the best of their ability for a lively, constructive, place in society, and also to fit them to do a job of work. Not one or the other but both.’  He spoke about ‘developing lively inquiring minds and an appetite for further knowledge that will last a lifetime’.  Moreover, his speech put the idea of a National Curriculum high on the political agenda for the first time. 
Then, in 1988, the decision to be more prescriptive with the school curriculum represented a profound departure from previous practice in the United Kingdom and reflected concern about the inconsistency of the educational experiences of children and young people across the country at that time. There were also concerns about the potential effect of ‘fashionable’ educational theories on children’s learning. The National Curriculum aimed to establish an entitlement for all children and young people in state schools to an education with nationally specified knowledge and skills. It would: establish common educational aims across Wales; facilitate mobility between stages and schools; deliver an entitlement to a broad and balanced education for all children and young people; secure efficiency in resource development, including teacher training; and allow the performance of schools to be assessed and compared. (Donaldson, 2015: 8)
A lecture given by Labour leader Tony Blair in 1996 (Education in England, 1996) to mark the twentieth anniversary of Callaghan's speech continued to emphasise that education would be a priority for his government due to the fact that ‘our economic success and our social cohesion depend on it.’ Previously in his party conference speech, he had insisted that his three priorities for government would be ‘education, education and education’ (You tube, 1996).  He said that his key ideas had one aim: 
‘to improve the educational experience, and raise standards of achievement, for the majority of children,’ adding that ’education is about more than exams. […] education is about opening minds not just to knowledge, but to insight, beauty, inspiration. Schools and colleges which are good academically are often also dedicated to helping every student develop as an individual. They create a community of learning that is about personal growth as well as personal achievement. […] I would like to be able to look back in 2010 and recognise that in the late 1990s my Labour government began the process of establishing the creative, vibrant, successful education service our country desperately needs.’ 
The Government of Wales Act 1998 gave the Welsh Assembly an important capacity to shape legislative proposals for education and training in Wales in ways that would be suited directly to the country's needs.  The Learning Country (The National Assembly for Wales, 2001: 1) was published shortly afterwards in 2001, where Jane Davidson, the Minister for Education and Lifelong Learning at the time, wrote that ‘a great deal remains to be done to heal the significant divisions in our society - for the health and well-being of everyone who lives here; to ensure that people can realise their ambitions; and to build a truly enterprising and creative culture, making the very most of our distinctively rich and diverse inheritance.’ 
The goal was for Wales to have one of the best education and lifelong learning systems in the world.  However, the disappointing PISA 2009 results (OECD, 2010) showed that Wales was far from realising this goal and resulted in a broad consensus on the need for change. Therefore, in 2011, Wales embarked on a large-scale school improvement reform and introduced a range of policies to improve the quality and equity of its school system.  

These policies were reviewed in the 2014 OECD report Improving Schools in Wales.  The report recommended four priorities:
· Ensuring that schools meet the learning needs of all their students;
· Building professional capital and collective responsibility throughout the system;
· Developing a coherent assessment and evaluation framework to promote improvement; and
· Defining a long-term education strategy that builds on a select number of core priorities, is adequately designed and resourced and has appropriate governance and support structures.

Furthermore, in 2014, the Welsh Government commissioned Professor Graham Donaldson to conduct a fundamental ‘Review of Curriculum and Assessment Arrangements in Wales’ from Foundation Phase to Key Stage 4. Graham Donaldson began his career as a history and social science teacher and has since spent over 40 years in education, working in schools, universities, local and central government. He became head of the Scottish Inspectorate (HMIE) and then chief executive of the agency and Chief Professional Advisor on education to the Scottish Government.  In addition, he has worked extensively internationally as a consultant; an international expert for the OECD; an independent consultant; and President of the Standing International Conference of Inspectorates (SICI).  His company, formed in 2014, provides educational consultancy on education with a particular focus on curriculum development, assessment, teacher education and educational evaluation and inspection.  Donaldson was also responsible for developing Scotland’s Curriculum for Excellence in 2010 which received a positive review from the OECD in 2015 so he has a wealth of knowledge and experience on developing curricula.

Following the in-depth review, Donaldson presented a report (Donaldson, 2015) in which he outlined suggestions for a new Welsh curriculum.  Also, in October 2014, Huw Lewis, Minister for Education and Skills at the time, launched Qualified for Life – An Education Improvement Plan for Wales.  The document set out the vision and aims for education in Wales to 2020, underpinned by four strategic objectives and associated actions to support education improvements.  These four strategic aims were:
1. An excellent professional workforce with strong pedagogy based on an understanding of what works
2. A curriculum which is engaging and attractive to children and young people and which develops within them an independent ability to apply knowledge and skills
3. The qualifications young people achieve are nationally and internationally respected and act as a credible passport to their future learning and employment
4. Leaders of education at every level working together in a self-improving system, providing mutual support and challenge to raise standards in all schools.
(WG, 2014: 5)
Following this, in the document A curriculum for Wales – a curriculum for life (2015: 1), Huw Lewis wrote that ‘this is an exciting time for education in Wales. There is a new momentum in Welsh education, driven by our reforms, and focused on raising standards across the board.’
Subsequently, in 2016, the Welsh Government invited the OECD to conduct an education rapid policy assessment to propose further recommendations to strengthen Wales’ reform efforts.  Progress was reported in several policy areas including support given to teachers for professional learning, more school-to-school collaborations and the development of a national school categorisation system.  Moreover, in his foreword of The Welsh Education Reform Journey (OECD, 2017: 1), Andreas Schleicher, Director for Education and Skills and Special Advisor on Education Policy to the Secretary-General OECD, wrote that ‘Wales is committed to providing high-quality and inclusive education for all Welsh citizens.’
Most recently, the Welsh Government published Our national mission Action plan 2017–21 (WG, 2017).  In the foreword, Kirsty Williams, our current Minister for Education and Skills declared that ‘Our national mission is to raise standards, reduce the attainment gap and deliver an education system that is a source of national pride and confidence.”  She added that our national mission is ‘ambitious, innovative and confident’ and that we are committed to improv ing our education system.  Moreover, as for our learners, she claimed that they will be ‘resilient, imaginative, compassionate and ambitious’ – they will aim high and achieve their goals, values that will be addressed in the Four Core Purposes of the new curriculum.  

The report outlined four key enabling objectives to achieve this mission which are basically an adaption of the four strategic aims from Qualified for Life (2014):
· Developing a high-quality education profession.
· Inspirational leaders working collaboratively to raise standards.
· Strong and inclusive schools committed to excellence, equity and well-being.
· Robust assessment, evaluation and accountability arrangements supporting a self-improving system. 

As can be seen, education is continuously evolving in Wales as governments strive to develop the best education systems for their future generations.  This most recent attempt of achieving this goal in Wales comes in the form of a new national curriculum entitled Curriculum for Wales.  The draft documents, released in April 2019, focus on what Donaldson (2015) termed the ‘four Core Purposes of the curriculum’, which aim to develop children and young people into:
· Ambitious, capable learners who are ready to learn throughout their lives.
· Enterprising, creative contributors who are ready to play a full part in life and work.
· Ethical, informed citizens who are ready to be citizens of Wales and the world.
· Healthy, confident individuals who are ready to lead fulfilling lives as valued members of society.
 (WG, 2019: 29)
These purposes are linked particularly to the third key enabling objective of the Welsh Government, ensuring that schools not only focus on academic standards but also on pupils’ well-being but also can be linked back to Callaghan’s aim of ‘preparing future generations for life’ (Education in England, 1976).  
The purpose of this research is twofold.  Firstly, to gain a deeper understanding of the four core purposes of the new Curriculum for Wales and secondly to support a school in implementing them within its curriculum.  I am currently seconded to ERW, our regional consortium, as a Network Leader of Learning for 10 schools within two clusters. My main roles are to support schools to implement the new curriculum, develop teaching and learning and support staff development.  I therefore wish to carry out a case study in one of my schools that will result in a detailed analysis for the school and will lead to suggestions for the next steps in the implementation of the four purposes as a foundation of the curriculum (which will not form part of this research project).
My primary aim is to evaluate the extent to which the four core purposes are currently evident within the school with the ultimate aim of embedding them into the curriculum.  To achieve this, my objectives are to: 
· gain a deeper understanding of the core purposes and to
· evaluate the current coverage of the four core purposes within the school in order to provide bespoke support (following this research) to the school on aspects of the four purposes that are currently underdeveloped.

I will focus on two key questions:
1. Why is the new curriculum founded on these four core purposes?
2. What is the school already doing to develop these values within their pupils?


Literature Review
In 2011, Wales embarked on a large-scale school improvement reform, committed to providing high quality and inclusive education for all its citizens with a twenty-first-century school curriculum (OECD, 2018).  According to the Organisation for Economic Co-operation and Development (OECD, 2017), the Programme for International Student Assessment (PISA) 2009 results served as a catalyst of educational reform in Wales. They showed that the performance of Welsh 15-year-olds was significantly below the OECD average, in particular for reading and mathematics.  The Welsh Government subsequently set about transforming education in Wales, recognising the importance of each child and young person in Wales being able to benefit from curriculum and assessment arrangements that would best meet their present needs and equip them for their future lives (OECD, 2018).  Perhaps the most pivotal element of this reform was the review into curriculum and assessment commissioned to Professor Graham Donaldson that resulted in the document Successful Futures, outlining his recommendations (Donaldson, 2015). The title of the report signified the vital importance of schools to the future success and well-being of every child and young person in Wales and to the country as a whole.  Donaldson’s Review Team visited schools across the country and also drew upon leading international experience and research of countries such as Scotland, Finland, Canada and Australia to determine recommendations for Wales. Donaldson called his proposals ‘radical and wide-ranging, building on the many existing strengths of Welsh education and providing both a vision for the future and recommendations to realise that vision’ (Donaldson, 2015: 1). 
In his report, Donaldson (2015) began by looking at curriculum design.  In the latter part of the last century, the Welsh curriculum took the form of a framework of subjects to be taught over a defined period, an approach that has been adopted in many countries. It was generally based on an assumption that subject knowledge is the best path to a sound and relevant education. However, an alternative approach, increasingly common internationally, focuses more directly on the expected outcomes of learning and is often based on skills and competences. Its advocates argue that fulfilment of the purposes of the curriculum requires approaches which are more directly relevant to emerging personal, social and economic needs. For example, Ashdown & Bernard (2012) and Rhoades et al. (2011) both carried out studies that showed that developing essential skills in young children not only improved behaviour, but also their academic achievement.  Donaldson argues that the curriculum, learning and teaching need to enthuse children and young people about learning in ways that include both the vital contribution of discipline-based learning and the knowledge, skills and dispositions that will help them to meet the needs of today and the challenges of tomorrow. His first recommendation, therefore, was that the school curriculum in Wales should be defined as ‘including all of the learning experiences and assessment activities planned in pursuit of agreed purposes of education’ (Donaldson, 2015: 6). 
Donaldson proposed four purposes of education that have since been accepted as the foundation of the new Curriculum for Wales which will replace the references to promoting the spiritual, moral, cultural, mental and physical development of pupils and preparing them for opportunities, responsibilities and experiences of later life of the previous curriculum.  The four purposes state that all our children and young people will be:
· Ambitious, capable learners, ready to learn throughout their lives;  
· Enterprising, creative contributors, ready to play a full part in life and work;  
· Ethical, informed citizens of Wales and the world; and  
· Healthy, confident individuals, ready to lead fulfilling lives as valued members of society. 
(Donaldson, 2015: 29)
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Figure 1. Four Purposes of the Curriculum for Wales. (Welsh Government, 2019: 15)
Donaldson (2015) advised that these purposes should guide all future decisions about national and local educational priorities and underpin all teaching and learning in Wales (Donaldson, 2015). This fits with the Welsh Government’s long-term aim: to build a Wales that is prosperous and secure, healthy and active, ambitious and learning, and united and connected (WGa, 2017: 2).  Wales is aspiring to create an education system in which all learners have an equal opportunity to reach their potential and which will strengthen individuals’ and societies’ capacity to contribute to economic growth and social cohesion (OECD, 2017).  The OECD (2017) stated that the Welsh Government’s four strategic objectives along with the four core purposes of the new curriculum provide an important framework to guide ongoing and future reforms and school improvement efforts.  
The values of the four purposes also support the Well-being of Future Generations (Wales) Act (WG, 2015) which sets out the well-being goals as: 
	A prosperous Wales
	An innovative, productive and low carbon society which recognises the limits of the global environment and therefore uses resources efficiently and proportionately (including acting on climate change); and which develops a skilled and well-educated population in an economy which generates wealth and provides employment opportunities, allowing people to take advantage of the wealth generated through securing decent work.

	A resilient Wales
	A nation which maintains and enhances a biodiverse natural environment with healthy functioning ecosystems that support social, economic and ecological resilience and the capacity to adapt to change (for example climate change).

	A healthier Wales
	A society in which people’s physical and mental well-being is maximised and in which choices and behaviours that benefit future health are understood.

	A more equal Wales
	A society that enables people to fulfil their potential no matter what their background or circumstances (including their socio-economic background and circumstances).

	A Wales of cohesive communities
	Attractive, viable, safe and well-connected communities.

	A Wales of vibrant culture and thriving Welsh language
	A society that promotes and protects culture, heritage and the Welsh language, and which encourages people to participate in the arts, and sports and recreation.

	A globally responsible Wales
	A nation which, when doing anything to improve the economic, social, environmental and cultural well-being of Wales, takes account of whether doing such a thing may make a positive contribution to global well-being.



The Welsh Government endorsed that statements of aims or purposes are the starting point for curriculum specifications in many countries, typically relating to implications for the individual, for society and for the economy and set broad directions to guide subsequent decisions about structure and content.  In its recent review of school education in Wales, the OECD found that Wales lacked a convincing overall set of aims and purposes and recommended that the Welsh Government should ‘develop a shared vision of the Welsh learner, reflecting the government’s commitment to quality and equity’.  Wales’ National Mission addresses this by setting out four enabling objectives that will ensure the delivery of a new curriculum: 
· Developing a high-quality education profession;  
· Inspirational leaders working collaboratively to raise standards;  
· Strong and inclusive schools committed to excellence, equity and well-being; and 
· Robust assessment, evaluation and accountability arrangements supporting a self-improving system. 
These support the Government’s aims of raising standards for all, reducing the attainment gap and delivering an education system which is a source of national pride and enjoys public confidence (WGb, 2017). The Welsh Government also state that by legislating for clear and agreed statements of purpose for the curriculum, they intend: to provide clarity; set longer-term outcomes beyond knowledge, skills and understanding; have a common mission; promote ownership of education; guard against the narrowing of the curriculum; allow for more freedom for how outcomes are achieved; promote consistency in professional development; and provide a broad focus for improvement and accountability.   
Successful Futures (WG, 2015) further elaborated on these purposes with key characteristics to provide a practical guide for the planning of the curriculum and learning and teaching.  The characteristics are outlined in Areas of Learning and Experiences (AoLE) guidance and underpin all aspects of the new curriculum, as well as professional development and Initial Teacher Training.  Welsh Ministers issued statutory guidance this year explaining how a school could develop a curriculum that would meet the four purposes, capable of producing learners who fit the above characteristics.  Outlining these key characteristics in statutory guidance will ensure that they are central to planning, learning and teaching, but also allow flexibility for them to evolve and be updated in response to future developments (WG Consultation Document, 2019: 15).
An approach to curriculum design based on values to develop our future generations has a lot of support.  Sahlberg (2015) wrote that to be successful is both a moral and economic imperative for our societies and their leaders.  The idea of preparing our children to be future citizens was also supported in the National Commission on Excellence in Education (1983) which stated that children at school should learn about the society in which they live and how they can contribute to it by becoming active members of society.  They must know what rights they have, but also what responsibilities they must bear as good citizens.  Hicks (1993) also supports elements of the values of the four purposes with his rationale listing pupil outcomes in relation to knowledge, attitudes and skills:
1. pupil motivation
2. anticipating change
3. critical thinking
4. clarifying values
5. decision making
6. creative imagination
7. a better world
8. responsible citizen
9. stewardship
Schostak (1991: 11 as cited in Macblain, 2014: 110) offered the following distinction between schooling and education: 
Schooling refers to all those processes of control, coercion and socialisation through which values, attitudes, behaviour and common knowledge of individuals are moulded to produce shared ‘realities’.  Schools, the institutions of the media, the business world, churches, the political and legal framework and the ‘family’ can be seen variously as instruments in the processes of schooling.  Education, by contrast, provides a critical perspective on the processes of schooling with the object of liberating individual expression and action in the exploration of experience in order to draw out alternative possibilities.
Supporting this, Lovat et al. (2010) looked at the Carnegie Corporation’s Task Force on Learning (Carnegie Corporation, 1996) where Carnegie suggested a definition of learning that went beyond cognition and intelligence to include the importance of affect, including the role of learning in social, emotional, moral and spiritual development.  Informed by recent developments in the neurosciences, the report emphasised the importance of a stimulating environment and practical experience to engage the whole person. Schools were deemed as failing when this whole-person learning just became focussed on low-level cognitive learning offering little social, emotional, moral and spiritual support and modelling. 

Schostak (1991: 11 as cited in Macblain, 2014:110) describes the history of schooling in the UK as ‘at best haphazard and contrived, and at worst disjointed, ill-conceived and non-effective’. He acknowledges the fact that the UK is currently experiencing major changes in how children are schooled but says that whether or not these changes will lead to better education and better learning opportunities for the children of the future remains open to speculation and only time will tell (Macblain, 2014, p.113).  Whitaker (1993) shared this pessimism writing that very rarely does the schooling system help to develop a lifelong love of learning, nor equip pupils with the skills to approach the significant journey of change in their future lives.   In addition, Cox (2011, cited in Macblain, 2014) refers to ‘overload and over-prescription’ in regard to the current English curriculum.  As education is now devolved to local governments, there are obviously distinctions between the four nations with regards to their curricula.  Scotland, for example, introduced the Curriculum for Excellence in 2010 where Graham Donaldson was again the main driving force of its development, and England have also made major changes to their curriculum too.   
Therefore, Wales is not alone in its desire to ensure that all its children and young people benefit from relevant education of the highest quality. Furthermore, internationally, there has been an increasing trend for countries to recognise a link between the quality of their education systems and the wider health of their society and economy. Sahlberg (2015) wrote that the demand for better-quality teaching and learning and more equitable and efficient education is universal and argues that Finland is one of the few nations among the 34 OECD countries that has been able to improve educational performance as measured by international indicators and student achievement tests.  The values education curriculum in Australia is another example of a country trying to use the curriculum to improve future citizens and Donaldson and his team also looked at countries such as the USA, New Zealand and Scotland when planning Wales’ new curriculum. 
If we look closer at the Finnish education system, their National Framework for the Early Years of 2005 (Sahlberg, 2015: 52) states that educators in kindergartens are responsible for: 
1. Enhancing the personal well-being of children;
2. Enforcing behaviours and habits that take into account other people; and
3. Increasing individual autonomy gradually
Kindergarten in Finland, therefore, does not focus on preparing children for school academically, instead the main goal is to make sure that all children are happy and responsible individuals and to ‘promote children’s growth into humane individuals and ethically responsible members of society by guiding them towards responsible action and compliance with generally accepted rules and towards appreciation for other people’ (National Board of Education Finland 2010, cited in Sahlberg, 2015: 52).  These goals are similar to the goals of the four purposes of the Welsh curriculum, aiming to develop our pupils into our responsible, ethical future citizens. Furthermore, in seeking to explore the function of schools, Chitty (2002: 2, cited in Macblain, 2014: 116) offered three broad dimensions: individual fulfilment, preparation for the world of work and schooling as an ‘essential element of social progress and social change’.  This again demonstrates a firm connection to the concept of the four purposes of the new Welsh curriculum.
Hill (2008) claims that there has been much support for a values curriculum and refers to developing values as a process which merges mind, emotion and will in different proportions dependent on the individual's prior learning. He explains that for some it could be a repeated and/or unconscious process; for others, it may require reflection and conscious choice. Either way, Hill argues that in a world where individual choice has become so important, so has the role of education. To explain further, Hill (2008) says that to have a value is to have a tendency to act in ways consistent with certain beliefs about the world we live in, whether this is a conscious decision or not.  These ideas form part of the individual's ‘internalised meaning- framework’. Subsequently, they have the potential to make a difference in the way individuals live their lives, depending on the value-priority they attach to them. Hill argues that this prioritising can be significantly influenced by education which is why educators should teach values from the moment a child starts school.  Further support for a values education can be seen with Lovat et al. (2010) who argue that values education has moved from being associated primarily with faith schools to being central to effective pedagogy.  As supporting evidence, they refer to was Hill et al.’s (1990) study of 13 inner-city high schools in socially disadvantaged areas of New York and Washington, DC. The study found that, among low-income youth, the highest number of graduates and the highest test scores came from Catholic high schools, followed by special public schools. Hill et al. (1990, cited in Lovet et al., 2010) coined the idea of ‘focus schools’ - schools that had a comprehensible mission and benefitted from ‘institutional freedom, organisational capacity and ability to structure themselves towards the benefit of student well-being and achievement’.  Lovat et al. summarise the findings by highlighting the interdependence between effective teaching and values, stating that care and trust emerge as essential features in building student confidence in their own potential to develop across all measures of human development.  They link the success of faith schools to their freedom to construct a values-laden learning environment and to engage in explicit values-laden pedagogy, referred to by Hawkes (2009) as ‘values-based education’, which they link to effective teaching.  

Lovat et al. then refer to the recent Australian experience of values education which they say provides clear evidence that values-based education leads to transformative change at student, teacher and school levels, again supporting a values-based education.  A cross-section of 316 schools, organised into 51 clusters, were funded over three years to initiate or develop further a values education project.  The guidelines of the projects were explicit about the inherent role of values education as a fundamental part of ‘good practice pedagogy’ and the study recognised the place of intentional and explicit values education as a vital and essential component of education across all sectors.  The Executive Summary of the Values Education Good Practice Schools Project (VEGPSP) Stage 1 Report (AGDEST, 2006) identified that good practice values education can:

1. lead to changes in teacher professional practice in classrooms and, in particular, in the way teachers relate to and communicate with their students;
2. produce calmer and more focused classroom activity;
3. enable students to become better self-managers;
4. help students develop greater capacities for reflection;
5. increase teachers’ levels of confidence in their approaches to their work and their sense of professional fulfilment;
6. produce strong positive relationships between students and between students and teachers.
(AGDEST, 2006, p. 2)

Etherington (2013: 4), however, does not support these views.  He argues that there have been attempts to construct and implement a values-based curriculum that reflects a naturalistic or social morality but that ‘no naturalistic theory has within it a sufficient moral obligation with which to persuade humans from their natural self-interest’. He highlights that the main problem of values education as taught in schools is that it cannot point to a sufficient basis for validation. Values education is ‘too individualistic, relativistic, and ultimately subversive of a serious moral commitment.’ He argues that a sufficient case can be made for the explicit teaching of values but is only sufficient when values are ‘positioned within the nature of a morally transcendent, transcultural, and transhistorical good God’.  He cites Hunter (2000) who looked at the inconsistencies of values education to the solution of behaviour, discipline and interpersonal relationship problems that can present themselves in schools. Hunter argued that by removing morality from its religious roots, values education fails to be either real or significant to students.  Etherington also cites the work of Nord (2010) who wrote that values education cannot simply be a matter of how students should act; it is also about why they should act in some ways rather than others.  He also quotes Beckwith & Koukl (1998) who argue that the most noticeable problem with values education is its failure to recognize an objective standard of moral responsibility.

Etherington (2013: 7) refers to the Living Values Program (LVE) that has been applied in various schools because of the increasing concerns of educators, parents and children about violence, growing social problems, the lack of respect for each other and the world around them, and the lack of social cohesion (Living Values, 2007: 1).  The program aspires to endorse the values of “peace, love, respect, tolerance, cooperation and freedom” in the classroom (Living Values, 2010, p. 447).  According to the Living Values Education (2010), ‘values-based education then has an essential part to play in the development of the individual and the path towards a better world for all’.  The Association for Living Values Education International (ALIVE) is a non-profit-making association of organizations around the world, based in Switzerland, concerned with values education; it is an independent organisation which promotes no particular or exclusive religious, political or national affiliation or interest.  The website states that Living Values Education (LVE) is part of the global movement for a culture of peace following the United Nations International Decade for a Culture of Peace and Non-violence for the Children of the World. 

Etherington acknowledges that schools have to respond to the reality of the deepest problems faced today - violence, indifference to suffering, intolerance and hate, adding that the hope of a values education is to ‘educate’ young people to act ethically because education and reason are the key to creating a better world. However, according to Etherington, the problem lies in an obvious failure to consider what history demonstrates about educated people, oppression, injustice and ethics.  Living Values (2010) states that it is from God’s good nature that values education programs can adequately ground their teachings of “peace, love, respect, tolerance, cooperation, and freedom”.  Etherington asks the question ‘apart from God as the ultimate explanatory source of morality, on what basis are certain acts really wrong, except for the importance that one gives to them’?  He concludes that God is by nature loving, compassionate, full of justice, and has the ultimate power and authority to place human beings under His moral obligations.

This leads us onto how we can develop values in our children and young people.  Hill (2008) refers to various levels on which learners may respond to the teaching of values.  He firstly describes a cognitive response, stating that simply hearing, uttering or reading words does not guarantee understanding, nor does testing of rote learning by various methods of "recitation", the learner needs to attach meaning to it.  Hill gives the example of some Christians who advocate learning by rote the words of Scripture, regardless of whether the individual understands their context and relevance to present life but Hill promotes teaching in a way that students will understand why something is relevant to their learning now.  However, as Hill points out, to understand something is not necessarily to believe it.  As for an emotional response, Hill writes that some people presume that if both intellectual understanding and acknowledgement have been obtained, then the individual will act according to the agreed belief, but, he argues, the emotional affect associated with what is learned may range from indifference to engagement and he also makes the point that inside and outside the classroom, students will experience a variety of emotional inputs.  Christian philosophy of education acknowledges that children can be disinterested or reject values due to inadequate understanding, emotional distraction, but also due to the human inclination to resist what we know to be good or right, characteristic of our fallen natures.   In many cases, Hill argues, it would be intrusive to insist that children just accept the values being taught. He suggests giving them a feel for the values from a safe "third-person distance", for example through role-plays, simulations, drama or structured discussion.  Finally, Hill describes a volitional response -an individual’s personal choice. He suggests that teachers may legitimately hope for a positive response to the values implied but at the point of formal assessment they must be content with gauging the level of understanding and capacity that the student has reached. Again, linking this to a Christian perspective Hill uses the example of Jesus giving us free will.  These are important points to be considered in Wales when thinking about promoting the values of the four core purposes, especially in terms of the fact that Wales is a fully multi-cultural nation. This is further endorsed Successful Futures which aims to promote an ethical society and strong values with a clear sense of right and wrong.
Lovat et al.’s (2010) paper, drawn primarily from research evidence in Australia from the Values Education Good Practice Schools Project and the Project to Test and Measure the Impact of Values Education on Student Effects and School Ambience, argues that the projects provided ‘both anecdotal and empirical evidence that high quality values education contributes to holistic educational development, including academic advancement, of students across all school sectors’.  The paper refers to research by Davidson et al. (2008) which identified that values are ‘elemental to human flourishing, and so are fundamental to students’ well-being in a school environment’.  To support this claim, he also refers to research into faith schools which demonstrated that wherever values constituted a dimension of educational intentions, the result was enhanced student satisfaction and greater academic success (e.g. Coleman et al., 1982; Lee & Bryk, 1989; Hill et al., 1990; Bryk et al., 1993) and, more recently, Sander (2001). 

Hill (2008) discusses various methods to teach values.  Firstly, he looks at pedagogy through coercion or conditioning which he advocates can be necessary at times to help the learning process and keep children safe.  Expected norms for behaviour can be better internalised by children through ‘doing’ not just hearing words but, Hill continues, it cannot be assumed that conforming behaviour necessarily implies voluntary endorsement and insists that our goal is to support learners to become ‘honestly informed and morally responsible choosers.'  Hill also endorses modelling values.  He points out that teachers teach not only their specialist subjects but also the values that motivate their own lives and he also identifies the need for a certain measure of compulsion of values, given the immaturity, and sometimes the disturbed backgrounds, of our students.  To summarise, Hill feels that students should be taught about the beliefs and values of a community or society, and that they should be encouraged to discuss and evaluate their own beliefs and those of others.  He also feels that teachers can express their own beliefs and values to students but not must be impartial to students’ personal beliefs and values.  However, he strongly disagrees with testing students’ commitment to contestable values.
Lovat et al. then refer to observations of Catholic schools made by Bryk et al. (1993) and Hill et al. (1990) who found that pupil-teacher relationships, teachers modelling positive values to children and teachers taking an interest in the lives of their pupils made a significant contribution to pupil achievement.  These observations were supported by the research of Pugh and Telhaj (2008), in Belgium, and Bryk and Schneider (2002, 2003), in Chicago USA, who refer to these elements as ‘relational trust’.  Also, Macblain (2014) who argues that young children between the ages of two and six demonstrate strong tendencies towards imitating the behaviours of adults and older siblings and that good role modelling by parents and significant others in a child’s life can ‘support future learning such as good listening skills, attentiveness, emotional control and perseverance’.

In developing values in children and young people, much emphasis is given to the importance of the Early Years.  The Welsh Government states that ‘an individual’s experiences in childhood play a significant part in shaping their future and are critical to their chances of going on to lead a healthy, prosperous and fulfilling life’ (WGa, 2017).  Macblain (2014) supports this by saying that ‘it is during the period following birth and during the early years that most brain development takes place’ and reflects upon the impact that established routines and consistency both at home and in the classroom have for young children, and especially for those children who live in dysfunctional homes characterised by disorganisation and lack of stability.  He also advocates for the importance of play in learning arguing that it is through play, for example, that young children learn to cooperate with others and to form and maintain relationships.  They also develop their language skills, capacity to think and problem solve, observational skills, abilities to listen, and learn about boundaries, values and expectations.  This links to the Welsh Governments’ implementation of the Foundation Phase for three to seven-year-olds in September 2010 which is also based on learning through play and offer a solid foundation for future learning.
There have, however, been concerns about the new Curriculum for Wales.  On 30th April, 2019, the day of the launch of the draft curriculum, Plaid Cymru’s education spokeswoman, Sian Gwenllian, said the new curriculum has ‘the potential of revolutionising the learning experience of Welsh children and young people’ but raised concerns about training and professional development for teachers and school finance (BBC website, 2019).  Similarly, Chris Keates, General Secretary of the National Association of Schoolmasters Union of Women Teachers (NASUWT) said on 21st April, 2019, raised concerns about underfunding, cuts to teachers’ jobs and lack of support by the Consortia (NASUWT website, 2019).  Dylan William, emeritus professor of educational assessment at University College London, who consults with formal education systems around the world, from Australia and Singapore to Sweden, the United States and Canada, was quoted on 19th June, 2019 (BBC website, 2019) saying that ‘Wales is taking a gamble.  I think the chances of success are anything from 10% to 90%’ but, he added ‘I don’t think parents should be worried for the simple reason that the vast majority of people in the education system really care about their children…and will try to make it work in the best interests of the children.’
The OECD (2017) said that the Welsh Government and other stakeholders seem well aware of these issues and have demonstrated their commitment to resolving them. The recently established Change Board, made up of representatives of government, regional consortia, Estyn, the Education Workforce Council and others key stakeholders, meets every six weeks and is responsible for the successful delivery of the curriculum reform and the supporting reforms of initial teacher education and work force development, and for providing strategic direction and ensuring coherence across the whole.  They add that schools and higher education institutions, local authorities, regional consortia, and government all need to understand specifically how and when they are expected to contribute to realising the country’s vision of the Welsh learner. 
One of the other ways to support the implementation of the new curriculum is to develop all schools as learning organisations, in keeping with OECD (2017) principles. The Welsh Government claims that schools that are learning organisations have the capacity to adapt more quickly and explore new approaches, with a means to improving learning and outcomes for all their learners (WGb, 2017) but admit that, in many cases, it will mean that teachers, support staff, school leaders and many others involved will need to expand their skills. The OECD (2018: 5) agree that the development of a thriving learning culture in schools and other parts of the education system is expected to play a pivotal role in putting the curriculum into practice in schools throughout Wales.  The Welsh Government (WG b, 2017) are also aiming to establish a self-improving system in every school where school leaders and teachers have the skills, capacity and commitment to continually learn and improve their practice so that every child achieves their potential and is prepared for life in an increasingly complex world.  Also, a network of more than 175 pioneer schools was set up to lead the development and support of the new curriculum.
In conclusion, the Welsh Government appear to have really thought about the development of its new curriculum and have taken time and advice from education specialists, teaching staff, parents and children of Wales.  Although there is some concern about a values education, there is also a wealth of evidence that it cannot only promote positive values for society, but also improve pupils’ academic outcomes.  The impact of the new curriculum will not be seen for several years so we shall have to wait and see.  The implementation of the new curriculum is also a contentious issue and from speaking to colleagues in various schools, there is a concern about time, workload and money – how can schools plan for the new curriculum?  With this in mind, the aim of this dissertation is to carry out a case study on a Welsh Primary School looking at their current position with regards to the delivery of the four core purposes and subsequently to identify the areas for further development.

Methodology 
Mertens (2005: 2, cited in Mackenzie and Knipe, 2006) describes research as a systematic investigation or inquiry whereby data are collected, analysed and interpreted in some way in an effort to ‘understand, describe, predict or control an educational or psychological phenomenon.’  ‘Quality research is about the search for truth, the commitment to carry it out in an ethical manner, the ability to generate reliable and valid data, and to present the findings in a way that practitioners, policy makers and other researchers – present and future – can benefit from them’ (Basit, 2010: 5). This was my intention throughout this research project.  I took time before commencing to think about what I wanted to achieve, and I discussed this with my university supervisor who helped me organise my thoughts, think about the purpose of the research and the best way of achieving this goal. 
Social Perspectives
When carrying out a piece of research, there are two main perspectives or models of looking at the social world: positivist and interpretivist paradigms, underpinned by ontological and epistemological notions.  Basit (2010) summarises these simply: ontology is about ‘being’ and epistemology is about ‘knowing’ and she goes on to say that these frameworks help us to organise our thoughts, beliefs, views and practices into a logical whole and consequently inform our research design – the methods (tools/instruments) and methodology (justification for their use) we use which are explored further as my work progresses.  Likewise, Hitchcock & Hughes (1995, cited in Cohen et al., 2011) suggest that ontological assumptions (about the nature of reality and the nature of things) give rise to epistemological assumptions (ways of researching and enquiring into the nature of reality and the nature of things); these, in turn, give rise to methodological considerations; and these, in turn, give rise to issues of instrumentation and data collection.  Basit (2010) and Cohen et al. (2011) also refer to axiology, which refers to the nature of the values and beliefs that we hold which lead us to make specific judgements and decisions. We must be aware that a researchers’ stance can be influenced by a number of factors which affect how they view social reality and the nature of knowledge, including age, gender, social class, ethnicity, religion, educational level, place of residence, place of work, occupation, political views and so forth (Basit, 2010). 
The positivist paradigm, sometimes referred to as ‘scientific method’ or ‘science research’ (Mertens, 2005: 8, as cited in Mackenzie & Knipe, 2006: 2) is the traditional view of educational research, very similar to the natural sciences, where truth can only seem to be discovered by observing, experimenting on, or interrogating a large number of subjects, resulting in findings that can be statistically analysed and are therefore believed to be generalizable.  This sees social reality as objective, observable, controllable and measurable, with patterns and causality (Basit, 2010).  Bassey (1999) wrote that positivist researchers do not expect that they themselves are significant variables in their research.  To the positivist researcher the purpose of research is to advance knowledge by understanding and describing the phenomena of the world and sharing their findings with others.  Beck (1979, cited in Bassey, 1999) tells us that positivism is historically associated with the nineteenth-century French philosopher, Auguste Comte, who was the first thinker to use the word for a philosophical position.  
Although the opponents of positivism subscribe to a variety of schools of thought each with its own subtly different epistemological viewpoint, they are united by their common rejection of the belief that human behaviour is governed by general, universal laws and characterised by underlying regularities (Bassey, 1999) or as Cohen et al. (2011: 6) point out ‘they view the social world as being of a much more personal and humanly created kind.’ The primary opponent is the interpretive paradigm, also called the naturalistic paradigm, which relates to a non-traditional view of educational research. It focuses on smaller numbers of participants and in-depth analysis of human behaviour and perceptions.  Researchers working in this paradigm are not primarily interested in generalising from their findings.  Interpretive researchers recognise that by asking questions or by observing they may change the situation which they are studying.  They recognise themselves as potential variables in the enquiry (Basit, 2010).  Although I do not see myself particularly sitting in one of these two paradigms, the nature of my case study sits in the interpretive paradigm as I had a small number of participants in a single school and was not aiming to generalise the findings.  I intended using the findings to support the school in its improvement journey.  However, the methods used could be duplicated or replicated in other similar schools.  
Methodological Considerations
According to Mackenzie & Knipe (2006), it is the choice of paradigm that sets down the intent, motivation and expectations for the research and methodological considerations.  Basit (2010) refers to methodology as the theory of research methods whereas Somekh & Lewis (2005, cited in Mackenzie & Knipe, 2006: 5) define it as both ‘the collection of methods or rules by which a particular piece of research is undertaken’ and the ‘principles, theories and values that underpin a particular approach to research.’  There are two main types of methodology: quantitative and qualitative.  Basit (2010: 15) explains that quantitative methodology claims researcher objectivity.  It assumes that clear cause and effect relationships can be established while scrutinizing human behaviour.  Furthermore, facts can be substantiated only if they have been tested scientifically or recounted by a large number of people.  It favours the premise that valid and reliable data can only be generated by developing and testing hypotheses.  It is concerned with gathering numerical data, thus quantifying and measuring social reality, which can then be analysed statistically.  This methodology claims to produce generalizable findings. Basit (2010: 16) argues that even case study and action research sometimes employ a quantitative methodology, though in combination with a qualitative methodology.
Qualitative methodology, on the other hand, is based on the premise that the social world is very different from the natural world and what we see is not necessarily the truth; reality is subjective.  It investigates the quality of relationships, activities, situations or materials, and there is a greater emphasis on describing in detail what happens in a specific situation.  O’Leary (2004, cited in Mackenzie & Knipe, 2006:7) suggests that qualitative data is represented through ‘words, pictures or icons.’  The purpose of this kind of enquiry is to achieve depth rather than breadth.  This is done by presenting the data textually and without necessarily using numerical data.  The focus is on a detailed exploration of a small number of examples or participants who can illuminate a particular aspect of social reality.  This methodology does not claim to produce findings that are generalisable, though the research can be replicable and transferable to other similar contexts.  Basit (2010) summarises that quantitative data are seen as offering precision whereas qualitative data are viewed as presenting depth but argues that it is ‘more arduous, stressful and time-consuming for the researchers’ (Basit, 2010: 16). 
Ercikan & Roth (2006, cited in Cohen et al., 2011), however, argue against the polarisation of research into either quantitative or qualitative approaches, and their associated objectivity and subjectivity respectively, as this is neither meaningful nor productive and they argue, in fact, that there is compatibility between the two.   Moreover, Cohen et al. (2011: 217) state that they ‘do not advocate slavish adherence to a single methodology in research’.  Johnson & Onwuegbuzie (2004, cited in Cohen et al., 2011) use the term pragmatism which adopts an eclectic, pluralist approach to research, drawing on positivism and interpretive epistemologies based on the criteria of fitness for purpose and applicability.  They argue that research should be driven by the research questions rather than the methodological preferences of the researcher.  Basit (2010: 17) supports this viewpoint, writing that a combination of quantitative and qualitative methodologies is increasingly being favoured by educational researchers because mixed methods, or eclectic methodology, enables us to carry out large-scale surveys or experiments to gather and analyse generalizable data followed by in-depth investigations of a smaller number of issues with a smaller proportion of participants. This is why I decided to use a mixed method approach to my research but I would primarily be gathering qualitative data.  
Research Question
Cohen et al. (2011) state that the purpose of the research determines the methodology and design of the research.  Similarly, Basit (2010) argues that whatever paradigm we select, methodology we choose, approach we take or methods we apply in our research, all need to have fitness for purpose, to be able to examine the construct under scrutiny and answer our research questions or test our hypotheses. She states that research questions are the qualitative equivalent of hypotheses and should be directly relevant to the working title and aims and objectives of the study.  She advises that it would be a mistake to finalise the research questions prematurely; they ought to be devised after a thorough review of the literature on the issue under investigation.  Bassey (1999) adds that one should expect to modify or replace them as the enquiry develops.  He suggests that research questions are the engine which drives the train of enquiry and similarly Basit (2010) refers to them as the foundation for developing research instruments.  They should be formulated in such a way that it sets the immediate agenda for research, enables data to be collected and permits analysis to get started; they should also establish the boundaries of space and time within which it will operate. 
My first research question about a curriculum based on purposes or values was looked at previously in the literature review.  My second research question was: What is the school already doing to develop these values within their pupils? I decided to carry out a case study using a small local primary school that I am working with this year as part of my secondment.  I chose this approach as it ‘presents a rich description and details of specific cases’ (Basit, 2010: 20) so I felt it was fit for purpose.  It allowed me to evaluate the extent to which this specific school had already embedded the values of the four core purposes into their curriculum naturally and also identify areas that would need further development.  Basit (2010:1) argues that ‘educational research endeavours to examine educational phenomena to learn from them and to improve existing knowledge, policy and practice’, thus I intend supporting the school in its journey towards implementing the new Curriculum for Wales (WG, 2019).

Case Study
A case study is one of the seven ways Cohen et al. (2011) suggest for organising and presenting data analysis.  Sturman (1994, cited in Bassey, 1999: 26) refers to case study as ‘a generic term for the investigation of an individual, group or phenomenon.’  He adds that while the techniques used in the investigation may be varied, and may include both qualitative and quantitative approaches, ‘the distinguishing feature of case study is the belief that human systems develop a characteristic wholeness or integrity and are not simply a loose collection of traits.’  Therefore, to understand a case, to explain why things happen as they do, and to generalise or predict from a single example requires an in-depth investigation of the interdependencies of parts and of the patterns that emerge.’  Likewise, Cohen et al. (2011: 289) state that a case study provides ‘a unique example of real people in real situations, enabling readers to understand ideas more clearly than simply by presenting them with abstract theories or principles.’
I chose a case study because it ‘provides a unique portrayal of real people in a real social situation by means of vivid accounts of events, feelings and perceptions’ (Basit, 2010: 17).  This kind of research approach needs to be conducted in an environment where the researcher can access the case to be studied, and I was working with the staff in the school as part of my secondment.  Bassey (1999) adds that another essential feature is that the study is conducted mainly in its natural context.  The context for my case study was a small Catholic primary school with pupils from nursery to year six.  In total, there were 14 members of staff, including a non-teaching headteacher, a deputy headteacher, 7 classroom teachers and 5 support assistants.  I chose this school as I had a good professional relationship with the staff and the pupils were familiar with me as I have done assemblies and worked with groups of pupils for mini projects so they would not be frightened by my presence but I understand that, from an interpretivist perspective, my presence could affect their behaviour. would not be affected by my presence.  Furthermore, the school was continuously seeking improvement and were keen to start developing aspects of the new curriculum for Wales.

Alderman et al. (1980, cited in Basit, 2010: 20) argue that ‘case study data are strong in reality because case studies are down-to-earth and attention-holding and are in harmony with the reader’s own experience.’  Furthermore, Adelman (1980, cited in Bassey, 1999: 23) lists some of the other possible advantages of case study:
a) the data, paradoxically, is ‘strong in reality’ but difficult to organise. 
b) they allow generalisations either about an instance or from an instance to a class. 
c) they recognise the complexity and ‘embeddedness’ of social truths.  
d) they may form an archive of descriptive material sufficiently rich to admit subsequent reinterpretation.
e) they are ‘a step to action’.  Their insights may be directly interpreted and put to use.
f) they present research or evaluation data in a more publicly accessible form than other kinds of research report.

Yin (1994, cited in Bassey, 1999: 34), on the other hand, recognised that within the academic community there is opposition to the idea of case study on the grounds of a ‘lack of rigour’, ‘little basis for scientific generalisation’, ‘little basis for scientific generalization’ and ‘they take too long and they result in massive, unreadable documents’.  While refuting these accusations, he admitted that ‘good case studies are very difficult to do’ and Heale & Twycross (2018) suggest that evaluating several, similar cases will provide a better answer to a research question than if only one case is examined. 
Data Collection Methods
The choice of appropriate data collection methods is extremely important for a suitable methodology. The researcher needs to ensure that the methods used are right for a specific research project and reliable and valid data can be collected through these methods (Basit, 2010).  Bassey (1999:65) refers to three major methods of collecting research data: asking questions, observing events and reading documents but adds that ‘research is a creative activity and every enquiry has its own unique character’.  Basit (2010) suggests that while traditionally case study was conducted by using observation as the sole method, interviews and documents are becoming increasingly popular, as are multiple methods using all of the above.  Cohen et al. (2011: 296) argue that a case study ‘requires in-depth data, a researcher’s ability to gather data that addresses fitness for purpose, and a researcher’s skills in probing beneath the surface of phenomena’.  These requirements imply that the researcher must be an effective questioner, listener, prober, able to make informed inferences and adaptable to changing and emerging situations.  According to Yin (2009), cited in Cohen et al. (2011: 289), ‘case studies usually require more than one tool for data collection and can blend numerical and qualitative data, and they are a prototypical instance of mixed methods research; they can explain, describe, illustrate and enlighten’.  Taking this advice, the instruments or methods I chose to gather data included a questionnaire, a semi-structured group interview, learning walks, informal discussions of the various extra-curricular activities offered to children, observing assemblies, looking at classroom and whole-school wall displays and discussing the school’s ethos with staff.

Questionnaire
I began with a questionnaire to gather initial data about staff perceptions and understanding of the four core purposes and how much they felt they were already contributing to instilling these values in the pupils within and outside of the classrooms.  These were sent to teaching and support staff within the school as well as the senior leaders, 14 staff in total.  It is sometimes necessary to take a sample of the population to ease data analysis.  Oppenheim (1992, cited in Basit, 2010:49) defines the term sample as indicating ‘a smaller group, which is usually, though not always, a representative of a population’.  Cohen et al. (2011) explain that researchers often need to obtain data from a subset of the total population, known as the sample, in such a way that the knowledge gained is representative of the total population under study and subsequently the researcher will need to consider if it is valid.  However, as stated in my methodology, I invited all teaching staff and support teachers to participate as it was a small school and I felt that I did not need to do sample, even if all staff decided to participate the data would be manageable.
Basit (2010: 25) stated that questionnaire is the most widely used method of research in educational contexts, primarily in a positivist paradigm as they can gather data from large numbers of respondents and provide a great deal of information in a relatively short time.  This approach is useful for gathering data pertaining to facts, attitudes, behaviour and so on, but, she argues, these data are largely superficial as surveys are not designed to look at issues in depth.  She reminds us too that surveys can also gather qualitative data particularly for an individual researcher carrying out a small-scale study, who also wants to gather qualitative data. I felt that this would be beneficial for my case study as it would help me gather data to describe what is going on currently in the school with regards to the four purposes.  However, she warns us that this might result in a low-level response rate as respondents do not like writing detailed answers to questions and may not return the questionnaire or send it back in a partially completed form.  This indeed turned out to be the case for me.
Basit (2010) advises us that questionnaires need to be carefully formulated and administered, keeping in mind at all times how we are going to analyse the data.  A poorly devised questionnaire can make the task of data analysis extremely difficult and time-consuming.  She forewarns us that designing a questionnaire will need several attempts and that once you have a reasonable draft, you need to pilot it to ensure it is fit for purpose.  You then revise it then administer.  Cohen et al. (2011: 399) also discuss the importance of the appearance of the questionnaire.  It must look easy, attractive and interesting rather than complicated, unclear, forbidding and boring.  Basit (2010) adds that it should not be cluttered but have clear gaps and margins and be of a reasonable length and advises that the content must be linked to the research topic, its aims and objectives and the research questions or hypotheses, and also be informed by the review of literature. 
Cohen et al. (2011: 380) advise that the researcher needs to ensure that the questionnaire: (a) is clear on its purpose; (b) is clear on what needs to be included or covered in order to meet its purpose; (c) is exhaustive in its coverage of the elements of inclusion; (d) asks the most appropriate kinds of questions; (e) elicits the most appropriate kinds of data to answer the research purposes and sub-questions; (f) asks for empirical data.  According to Davidson (1970, cited in Cohen et al., 2011: 397), an ideal questionnaire possesses the same properties as a good law, being clear, unambiguous and practicable, reducing potential errors in participants and data analysis, being motivating for participants and ensuring as far as possible that respondents are telling the truth, adding that the golden rule is to keep questions as short and as simple as possible.
Basit (2010) insists that questions asked in questionnaires and statements in observation checklists must have a clear linkage with our research questions.  I did several drafts of my questions, continuously considering the purpose of my study and the research questions.  Cohen et al. (2011: 383 onwards) describe the various types of question forms: dichotomous, multiple choice, rank ordering, rating scales, constant sum questions, open-ended questions, matrix questions and contingency questions.  I primarily used rank order, open-ended and even dichotomous but then asked respondents to elaborate by explaining their answers.  Basit (2010) recommends that questions are not ‘ambiguous, complex, leading, insensitive, threatening or offensive’.  She also urges us to avoid sophisticated terminology unless we are absolutely sure that participants will be familiar with the jargon. Cohen et al. (2011: 397) adds that ‘the golden rule is to keep questions as short and as simple as possible.’  Basit (2010) states that closed questions yield responses which can be easily converted into numerical values for analysis whereas open-ended questions allow participants to write in their own words, explain and justify their responses but can generate irrelevant and superfluous data and have a poor response rate and says that the sequence in which questions are asked also needs to be given careful thought, it should be designed to maximize the chances of completion, to attract not intimidate respondents.  I chose a semi-structured questionnaire which Cohen et al. (2011: 382) say has ‘a clear structure, sequence and focus, but the format is open-ended, enabling respondents to reply in their own terms.  It sets the agenda but does not presuppose the nature of the response.’
Basit (2010) recommends a covering letter about anonymity and confidentiality, where you introduce yourself, the course and institution, the working title, purpose, methods of data collection and a statement thanking them for their time.  Cohen et al. (2011: 400) add that the purpose of the covering letter is to indicate the aim of the research, to convey to respondents its importance, to assure them of confidentiality and to encourage their replies.  I took this advice (See Appendix 1).  Basit (2010) also suggests that respondents are given clear instructions about completing the questionnaire and be advised how to answer each particular question and that we emphasise how important their views are.  I did this during the staff meeting when I gave out the letter and questionnaire.  I also took Basit’s (2010) advice to give the research a clear purpose which was to support the school with its implementation of the new curriculum.
Cohen et al. (2011) state that it is imperative to carry out a pilot as a prelude to the main study and likewise Basit (2010) states that a pilot study helps us to design a realistic and logical project within our timeframe.  A pilot has several functions, principally to increase the reliability, validity and practicability of the questionnaire (Oppenheim, 1992; Morrison, 1993; Wilson and McLean, 1994, cited in Cohen et al., 2011: 402).  The sample for the pilot should be representative of the sample of the main study and the approach, methodology and methods used ought to be reflected in the actual study.  This allows the researcher to verify the reliability of the research; test the research instruments; obtain feedback on how the research instruments could be improved; determine the time required to complete the data collection and data analysis; and predict research problems (Oppenheim, 1992; Wragg, 1999; Marshall & Rossman, 2006, cited in Cohen et al., 2011).  I asked four colleagues in one of the other Catholic primary schools that I was working with if they would be prepared to complete a pilot questionnaire and they were all happy to do so.  This meant that they were representative of my actual participants.  They were all able to complete the questionnaires and apart from a couple of minor changes of wording, the questionnaire received positive feedback.  I then administered the amended questionnaires (see Appendix 2) to the staff in the case study school, following all ethical guidelines (which will be explained later), and asked for their response within a two-week deadline.  For the pilot questionnaires, I used ‘self-administered questionnaires in the presence of the researcher’ (Cohen et al., 2011: 404) as this enabled me to address any queries and it was more rapid.  However, for the actual questionnaires, I decided not to be present as I wanted responses to be more private and anonymous, to allow participants to devote as much time as they wished to its completion and to avoid potential threats or pressure to participate.  The downside of this of course is that I was not there to address any queries which could lead to unanswered questions or inaccurate responses.  

Semi-structured Group Interview
Furthermore, to gather more in-depth data, my second data-collection method was a group interview for staff to verbalise their feelings regarding the four core purposes and how they felt they were being developed within the school.  I provided some stimulus statements and questions (see Appendix 3) but would encourage participants to speak freely as long as it related to the aims and objectives of this case study.  Again, I followed all ethical procedures by gaining consent and informing participants that they could withdraw their input at any time with no reason and no repercussions.  I labelled participants IA, IB and so on so that they remained anonymous.
The interview is a constructed and usually a specifically planned event rather than naturally occurring situation (Cohen et al, 2011: 409). I considered the different types of interviews as defined by Basit (2010) as: structured interviews (predetermined with no leeway to reformulate the questions or introduce new themes) or semi-structured (formulated questions but supplementary questions can be posed during interview for elaboration or more depth.  Basit (2010) writes that interviews are the most popular method of gathering data for researchers working within an interpretive paradigm and they are commonly used in case studies.  They are less concerned with generalising from the findings but more commonly used when in-depth data are sought. She says that the advantages are that you have an opportunity to build a rapport with participants and they enable the researcher to explain a question.  Cohen et al. (2011) add that interviews enable participants to discuss their interpretations of the world in which they live and express how they regard situations from their own point of view. They believe that they are a flexible tool for data collection, enabling multi-sensory channels to be used: verbal, non-verbal, spoken and heard.  Basit (2010), however, refers to the disadvantage of them being time consuming.  Cohen et al. (2011) add that interviews are expensive in time, open to interviewer bias, may be inconvenient for respondents and anonymity may be difficult.  However, Watts and Ebbutt (1987, cited in Cohen et al., 2011:432) discuss the advantages of a group interview which include the potential for discussions to develop, thus yielding a wide range of responses.  They explain that such interviews are useful where a group of people have been working together for some time or common purpose, or where it is seen as important that everyone concerned is aware of what others in the group are saying.  They can also be quicker than individual interviews.   Therefore, I decided that this would be the best option in my case study and due to the size of the school I decided to invite all staff as I imagined that not all would wish to participate.  I chose semi-structured as I wanted to be able to delve into responses where necessary, but I agree with Basit (2010) that data collection is extremely time-consuming and data analysis can be messy and unmanageable, but it was very useful as a data-collection tool.  
Basit (2010) reminds us of the importance of our role as a facilitator of the discussion between participants, interjecting only occasionally with a question or remark for clarification, probing or summing up as participants are assumed to have an insight into, and experience of, the issues discussed.  One should also ensure that all participants have the opportunity to contribute as dominant personalities could participate more.  Before carrying out the interview, I took advice from Arksey and Knight (1999:53, cited in Cohen et al., 2011:423) who suggested that the interviewer should appear interested, impartial, move the interview along appropriately giving sufficient time for the respondent to answer and asking for further clarification or inform ation where applicable.  
Basit (2010) suggests that ideally interviews should be audio-recorded and transcribed verbatim but acknowledges that this can be time consuming.  However, Cohen et al. (2011) argue that the problem with much transcription is that it becomes solely a record of data rather than a social encounter.  Furthermore, Kvale (1996, cited in Cohen et al., 2011:426) remarks that the transcript can ‘become an opaque screen between the researcher and the live interview situation.’  An alternative to transcription, suggested by Cohen et al. (2011) is to write the analysis of the data directly from the video or audio recording, selecting out the important materials directly from the original source.  I chose not to do an audio recording or video recording so that participants were more relaxed, but I jotted down key points and quotes to be used in the findings and I asked all participants to read them to agree that they were a true reflection of the discussion. This worked well and provided suffient information, allowing me to interact appropriately when necessary.  Cohen et al. (2011: 541) say that it is important not only to examine a situation through the eyes of the researcher but also to use a range of data and include the views of other participants in a situation in order to give some ‘externality’ and to focus on actual things that happened and which can be corroborated by other participants.  Basit (2010), however, argues that this is a risky strategy as some participants could delete some of the comments made if they sound negative or outrageous on paper.  I also realise that this could result in some mis-quotations or inaccurate statements on my part and I may have missed some important information due to the speed of the discussion but when the participants checked my notes they all agreed that I had captured the main points.  Cohen et al. (2011: 540) argue that the subjective views of the researcher might lead to him or her being over-selective, unrepresentative and unfair to the situation in hand but Whyte (1993, cited in Cohen et al., 2011:541) refers to the ‘right of the researcher to publish conclusions and interpretations as he or she sees them’.  I am confident that my notes were fair and accurate. 

Additional Data Collection
Following this, I carried out informal learning walks, or observations, to gain information about how the four core purposes were being developed in lessons both explicitly and implicitly.  A learning walk is a shortened version of a lesson observation with a specific focus. In Estyn’s notes on observations and learning walks (Estyn, 2017), it states that ‘learning walks focus on a specific aspect of the work of learners across a number of classes’. I felt that this would be more suitable to my research needs as I was able to carry out more learning walks in a shorter period of time than carrying out whole lesson observations.
Cohen et al. (2011: 456) say that observation ‘offers an investigator the opportunity to gather live data from naturally occurring social situations.’  I prepared a list of elements that I was looking for based on the four purposes and on the feedback from the questionnaires and interviews and wrote down what I had seen or heard.  I gained consent from the teachers so that they were fully aware of my intentions and they could refuse to be part of this process as above.  They could also request for the information gained from their learning walks to be withdrawn from the data analysis at any time. The observations were labelled OA, OB and so on so that they remained as anonymous as possible but due to the nature of some of the statements, it may have been possible to identify a year group and therefore teacher.  I showed the teachers and support staff what I had written after each observation so that they had the opportunity to cross out any information that they did not want in the findings of the case study.  I also observed assemblies and after-school clubs and looked at wall displays around the school to gather further data about the current coverage of the values of the four purposes.  For example, there were displays about the eco-committee looking at how they care for school environment by planting trees and cleaning up litter.  Also, there were displays about school leadership roles giving pupils the opportunity to develop leadership skills and displys promoting school sports competions promoting a health and wellbeing.  I observed an achievement assembly where various achievements were recognised and also an assembly on caring for others.  All of these helped me gather evidence which showed that values were being promoted throughout the school both within and outside of the classroom.? 
Basit (2010: 118) argues that research observation ‘requires us to see what is happening, rather than what we want to happen, or think is happening.’  She advises us to observe in a systematic way. We are able to observe behaviour directly rather than relying on second-hand accounts of participants’ perceptions of their own behaviour. She argues that this method is prevalent in case studies and often used to triangulate data collected from other methods.  Lincoln and Guba (1985, cited in Basit, 2010: 120) state that a major advantage of this method of direct observation is that it provides here and now experience in depth.   Moreover, Basit (2010) says that many researchers insist that this method of data collection is best because one is able to observe behaviour directly and gather data in situ, rather than relying on second-hand accounts of participants’ perceptions of their own or other people’s behaviour.  However, she continues, this method of data collecting can be more exhausting and difficult to record.  She also discusses how the ontological and epistemological stance of the researcher determines if they carry out a structured observation with generalisable data or an unstructured observation to generate in-depth data with nongeneralizable findings.  I selected the interpretive paradigm.

Ethics
It is always of the utmost importance to carefully consider ethics when carrying out research.  ‘Ethics is concerned with the attempt to formulate codes and principles of moral behaviour’ (May, 2001, cited in Basit, 2010: 56). Researchers must ensure that research is conducted in an ethical manner throughout the study; at the design stage, in gaining access to the sample, in collecting and analysing the data, in writing up the report, and in disseminating the research findings.  Care needs to be taken to conduct the study with sensitivity, preserve the dignity of the participants, and not to harm or hurt them in any way during the research process, whilst still being able to undertake quality research (Basit, 2010: 56).   Bassey (1999) discusses research ethics under three headings: respect for democracy, respect for truth and respect for persons.  The British Educational Research Association Ethical Guidelines (BERA, 2018) seek to strengthen the bond between researcher and researched by adding to the above a fourth: respect for educational research itself.  I followed the British Educational Research Association guidelines as well as the University’s ethical guidelines to ensure that I adhered to all aspects of ethical considerations. 
Prior to starting my research project, I completed an ethics form which was a detailed proposal, specifying how I would conduct my research in an ethical manner, before the university gave me consent to begin.  Basit (2010) describes how universities operate university-wide Ethics Committees where researchers have to obtain approval before starting their research.  I completed my ethics form and was granted approval to commence my research.
Firstly, we must obtain informed consent of participants as respondents cannot be coerced into completing a questionnaire (Cohen et al., 2011).  Informed consent has been defined as ‘the procedures in which individuals chose whether to participate in an investigation after been informed of facts that would be likely to influence their decisions’ (Diener & Crandall, 1978:57 cited in Cohen et al. 2011: 78).  Similarly, Basit (2010) writes that participants agree to take part in the research project after they have been fully informed of the facts pertaining to the research; this includes the kind of involvement expected by them, what will be done with the data and if there are any risks involved, and Cohen et al. (2011) says it respects the right of individuals to exert control over their lives and to take decisions for themselves.  They must make this decision voluntarily and not under any kind of duress. Self-determination requires participants to have the right to weigh up the risks and benefits of being involved in a piece of research and deciding for themselves whether to take part (Howe & Moses, 1999, cited in Cohen et al., 2011).  However, Cohen et al. (2011: 377) argue that a questionnaire ‘will always be an intrusion into the life of the respondent, be it in terms of time taken to complete the instrument, the level of threat or sensitivity of the questions, or the possible invasion of privacy.’  Basit (2010) also raises the problem that our potential participants may be busy, uninterested, or have already had too many demands on their time.  This was true of the participants in my research.  Schools and teachers are constantly busy and there never appears to be a good time to request participation in research.  
Initially, I spoke to the deputy headteacher about my project (as the headteacher was on long-term sickness) and she was keen to be involved.  She then spoke to the headteacher to confirm that the school had agreed to be the key element of my case study.  I then spoke to all staff in a scheduled after-school meeting to explain the aims and objectives of my research project and followed this with a letter outlining the same points.  This was accompanied by a consent form for those who wished to participate.  Moreover, all staff were made fully aware that they were under no obligation to participate and that if they were to participate, they could withdraw at any time with no obligation to explain why and with no repercussions.  In addition, they could omit any questions that they did not wish to answer.  I was also conscious of the issue of privacy, where persons who agree to take part in a project put themselves in a vulnerable position and to some extent are at the mercy of the researchers to guard their privacy. Ethical research respects the participants’ right to privacy not just during the study, but forever after (Basit, 2010).  I considered this during and after the data collection period.      
Researchers must also adhere other ethical concerns such as anonymity.  Cohen et al. (2011) refers to the United Kingdom’s Data Protection Acts of 1984 and 1998 which were designed to protect data from misuse or abuse and cover the principles of data protection, the responsibility of data users and the rights of data subjects.  They have more recently been superseded by the General Data Protection Regulation (GDPR website, 2018).   Data gathered must not linked to the participants and the identity of the participants must not be disclosed to anyone by the researcher. The institutions where they are working or studying need to be anonymised too (Basit, 2010).  Cohen et al. (2011) add that social researchers must take into account the effects of the research on participants, and act in such a way as to preserve their dignity as human beings.  To keep the questionnaires and interviews anonymous I used letters to identify the responses.  For example, QA, QB and IA, IB.   This then ensured anonymity; if the research participants are anonymised, then no matter how confidential or sensitive the data are, these data will not lead to any harm or anguish to the participants (Basit, 2010).  I also ensured that the paper copies I generated were kept safe (in a locked cupboard in my office) and I destroyed it in accordance with university guidelines and current legislation.  When I typed up the findings, the data in electronic form were in a password-protected file.
I considered the point of deception raised by Basit (2010) that telling participants the nature of the study could change their behaviour and consequently the result of the experiment will be affected.  However, I decided to be completely honest as the participants involved wanted to get advice on the extent to which the core purposes were already embedded so I felt they would be honest in their responses.
The data-collection process was very beneficial and I was able to gather useful data to help inform the school of the evidence I had to support the conclusions I made with regards to current coverage of the four purposes and areas that could benefit from further development.

Findings
Basit (2010: 49) argues that ultimately our analysis of data needs to refer back to the research questions to demonstrate that these questions have been addressed through our research. My research questions were:
       1. Why is the new curriculum founded on these four core purposes?
       2. What is the school already doing to develop these values within their pupils?

My literature review answered question one which was basically that the aim of the new curriculum is develop the next generation and we want our future citizens to be ambitious, creative, ethical and healthy.  All aspects of the new curriculum will be based on these four core purposes as well as the new Initial Teacher Training programmes and the new Teaching and Leadership standards.  As for my second research question, I was able to gather substantial data to inform the school of how it had already embedded many aspects of the four core purposes in its curriculum and identify any areas that could be further developed.
Bassey (1999) suggested writing a case study as a structured report with an introduction, conceptual background, data collection, data analysis, findings and finally ‘fuzzy propositions’ are put forward as it permits researchers to organise the account of the events in such a way as to present the reader a logical account of what has been discovered or alternately as a narrative report which tells more of the story of how the research was conducted, using fictional names of people and places to give anonymity to the sources while retaining the human touch.  He admits, however, that a disadvantage is that it can be very long, demanding and requires thorough underpinning.  (Cohen et al. (2011: 553) supports this, adding that narrative not only conveys information but brings information to life.  In constructing a narrative analysis, the researcher can introduce verbatim quotations from participants where relative and illuminative; these can add life to the narrative and often conveys the point very expressively.  They add that narrative analysis can give the added dimension of realism, authenticity, humanity, personality, emotions, views and values in a situation.  I decided, however, to go for the structured report as I felt it would be more beneficial to the school in their journey towards developing the new curriculum.  
Basit (2010) describes a variable as a construct or particular characteristic, for example gender, age, ethnicity, social class, occupation and so forth.  There were variables in my data as some teachers were older and more experienced, some were innovative but others less open to new ideas about developing the curriculum and some teachers had firmer beliefs than others.  Also, the age of the pupils taught by the teacher was a variable.  As children get older they are more able to understand and develop certain values or undertsand their relevance or impact on themselves or others.  However, I felt that these variables benefited the case study as the perspectives were different and across the school pupils experience various teachers and experiences accordingly as they grow.  The variables meant that certain values were promoted in certain classes or by certain teachers and as the pupils move from class to class throughout their time in school they will develop certain values.

Questionnaire
Eight of the potential fourteen participants chose to respond to the questionnaire, that is fifty-seven percent.  I was slightly disappointed but I think I chose a bad time to give it out.  When I first decided upon the idea for this dissertation last October, the school had not started thinking about or preparing for the new curriculum.  However, deciding upon a title, completing the ethics form, getting the project accepted, writing the questionnaire, doing the pilot then distributing it to the school took five months and by this time the school was already working on the new curriculum.  Each teacher had a half day meeting with the challenge advisor and myself to discuss what changes they felt were needed initially to start implementing the new curriculum.  Also, teachers were starting to prepare for the National Tests so they were extremely busy.  
The questionnaire was answered well and there seemed to be no contentious or confusing questions.  All respondents answered all questions as I had hoped, but some with less detail than others.  I have summarised the findings below.
Question one was a closed question asking if participants had read the Successful Futures document, therefore answers were quantifiable.  Fifty percent of respondents said they had read the document and fifty percent said they had read ‘some of it’.  No-one said they had not read it.  I think this shows that the staff are keen to keep up-to-date with current educational developments.  However, as the document is now four years old, their knowledge of it could be rusty.  I could have included the word ‘recently’ in the question or changed it completely to ask how much of the information they had retained.
 
Figure 2. Question 1 responses to questionnaire.

Question two was more open-ended and most answers were short.  It asked what participants had taken from the Successful Futures document. Q1 said that it was very interesting and informative whereas Q5 and Q6 both said it was too long.  Q2 gave more detail mentioning key concepts such as the six Areas of Learning and Experience and the four Purposes.  Q3 and 4 were similar in that they commented on a certain Area of Learning and experience (one wrote about the Language, Literacy and Communication element and their worries about including a foreign language and the other commented on the importance of Health and Wellbeing and that they were pleased it was given equal status to the other five areas of learning).  Q7 said that they were excited by the changes proposed as our current curriculum is overloaded and unmanageable whereas the final Q8 said that they did not feel it would make much difference to their current practice.

Question three asked participants to rate their knowledge of the new Curriculum for Wales on a scale of 1 (very little) to 5 (a lot).  One participant said five so they were confident about their knowledge, half of the participants said four and the final three said three so this tells me that they all felt quite knowledgeable about the new curriculum.   This was a very good starting point.
  
Figure 3: Responses to question 3 of questionnaire.

Question four was a similar question but asked about their knowledge of the four core purposes.  Again, the results were positive but participants were a little less confident here.  No respondents chose five so no-one seemed extremely confident in their knowledge of the four purposes but all participants chose between four and two.


Figure 4.  Question four of the questionnaire.

The questionnaire then became a little more specific asking about the four purposes.  Question five asked which of the four purposes they felt would be most evident in their everyday practice, within and outside of the classroom and question six asked which would be least evident.  This gave me an idea of which ones they felt needed further development.  Most respondents felt that developing ambitious, capable learners was the most evident followed by developing ethical, informed citizens.  As the school is a catholic school, this does not surprise me.  The whole ethos of the school is based on developing ethical values and this is very evident throughout the school.  Similarly, this was supported by the responses to the next question where no respondents chose developing ethical citizens as the least evident in their everyday practice.  In the opinions of the teachers, therefore, this would not be an area for further development.  The most popular response here was developing enterprising, creative contributors.  When asked ‘why?’ it seemed that the word ‘enterprising’ was the reason.  Participants said that they needed to develop more entrepreneurial skills.


Figure 5. Questions five and six to questionnaire. 

Question seven was another open-ended question where respondents were asked to say specifically what they do regularly to develop the values of the four purposes within and outside of the classroom.  Many of the examples given were whole-school activities such as assemblies, extra-curricular clubs, trips and visitors coming to the school.  For example, for healthy, informed citizens, many respondents mentioned after-school sports clubs, the road safety training pupils had received throughout the term, the menu in the canteen, themes in assemblies and so on.  However, with regards to developing ambitious, capable learners, there were more examples of how this is developed inside the classroom by means of ‘growth mindset’, rewards, high expectations and aspirations and the learning activities chosen.  The fact that more able pupils do maths and English in a separate room was mentioned by nearly all respondents, so this appears to be something that they feel is a positive way of developing ambitious, capable leaners.  My question is: what about those pupils who are not more able?  Do they also develop these pupils into ambitious capable learners?  I believe that they do from my findings as all pupils are challenged and ambition is promoted in various ways through assemblies, clubs and school committees.
Finally, I asked the participants if they would like further help and if so which element(s) they would like to develop.  The majority said ‘yes’ and only one respondent said ‘no’ and put a reason that she was going on maternity leave.  Unfortunately, this gave away her anonymity as I knew which member of staff was pregnant.   The majority of staff said that they would like help in developing enterprising, creative contributors but one said she would like help to develop all of them within her classroom.  


Figure 6.  Question eight of the questionnaire.

Interview
Although the information gained from the questionnaire was very informative and useful, I felt that supporting this with a follow-up interview would be beneficial and also help triangulate the data.  I was very fortunate that the headteacher had returned to work at this point and suggested to her staff that this semi-structured group interview could take place in their weekly after-school meeting and all staff agreed that it would be a good idea and beneficial to future school development.  They also agreed to sign the consent form.  
Cohen et al. (2011) state that the essence of anonymity is that information provided by participants should in no way reveal their identity.  However, they argue, a subject agreeing to a face-to-face interview cannot expect anonymity.  At most, the interviewer can promise confidentiality.  This means that although researchers know who has provided the information or are able to identify participants from the information given, they will in no way make the connection known publicly.  I adhered to this by giving each participant a sticker with a number and then used the numbers as a code to take notes.
Therefore, all fourteen members of staff were present.  I had prepared a list of questions (see appendix 3), similar to those on the questionnaire but was prepared to deviate from the list depending on participants responses.  This semi-structured group interview was interesting and, in many ways, supported the findings from the questionnaire.  Similar comments were made regarding coverage of each of the four core purposes and yet again enterprising, creative contributors was seen as an area for development.  However, the fact that participants were able to discuss together certain aspects gave more clarity and on deeper analysis, the participants could see that they actually do more to promote these values than first thought.  I took along a more detailed version of the four core purposes (see figure 7 below).  Some of the staff had seen this before, others had not.  When we read through the elements of this purpose, staff realised that they actually do a lot more than they thought to promote the purpose.

	ACL
	Ambitious, capable learners who:
	ECC
	Enterprising, creative contributors who:
	EIC
	Ethical, informed citizens who:
	HCI
	Healthy confident individuals who:

	ACL1
	set themselves high standards and seek and enjoy challenge
	ECC1
	connect and apply their knowledge and skills to create ideas and products
	EIC1
	find, evaluate and use evidence in forming views
	HCI1
	have secure values and are establishing their spiritual and ethical beliefs

	ACL2
	are building up a body of knowledge and have the skills to connect and apply that knowledge in different contexts
	ECC2
	think creatively to reframe and solve problems
	EIC2
	engage with contemporary issues based upon their knowledge and values
	HCI2
	are building their mental and emotional well-being by developing confidence, resilience and empathy

	ACL3
	are questioning and enjoy solving problems

	ECC3
	identify and grasp opportunities
	EIC3
	understand and exercise their human and democratic responsibilities and rights
	HCI3
	apply knowledge about the impact of diet and exercise on physical and mental health in their daily lives

	ACL4
	can communicate effectively in different forms and settings, using both Welsh and English
	ECC4
	take measured risks
	EIC4
	understand and consider the impact of their actions when making choices and acting
	HCI4
	know how to find the information and support to keep safe and well

	ACL5
	can explain the ideas and concepts they are learning about
	ECC5
	lead and play different roles in teams effectively and responsibly
	EIC5
	are knowledgeable about their culture, community, society and the world, now and in the past
	HCI5
	take part in physical activity

	ACL6
	can use number effectively in different contexts
	ECC6
	express ideas and emotions through different media
	EIC6
	respect the needs and rights of others, as a member of a diverse society
	HCI6
	take measured decisions about lifestyle and manage risk


	ACL7
	understand how to interpret data and apply mathematical concepts
	ECC7
	give of their energy and skills so that other people will benefit and are ready to play a full part in life and work
	EIC7
	show their commitment to the sustainability of the planet and are ready to be citizens of Wales and the world
	HCI7
	have the confidence to participate in performance


	ACL8
	use digital technologies creatively to communicate, find and analyse information
	
	
	
	
	HCI8
	form positive relationships based upon trust and mutual respect

	ACL9
	undertake research and evaluate critically what they find and are ready to learn throughout their lives
	
	
	
	
	HCI9
	face and overcome challenge

	
	
	
	
	
	
	HCI10
	have the skills and knowledge to manage everyday life as independently as they can and are ready to lead fulfilling lives as valued members of society



Figure 7. The four core purposes – a more detailed version created by the LA challenge advisor.

As the discussion continued, participants were naturally drawn to how they could develop these further and despite this being very fruitful for the future development of the school, it was not the aim of the interview  which was to discuss how the four purposes were currently being covered or developed in the school.  This was the natural next step after this dissertation but I decided to let it continue as I could see that participants were keen and also developing a more in-depth knowledge of the four purposes which would benefit pupils in the long term.  It was still useful to me as I was able to identify areas that they felt were currently underdeveloped. 
Observations
Finally, I carried out a few observations (or informal learning walks) in classrooms with the consent of the staff.  Generally these were approximately 20 minutes long, enough time to get a feel for the lesson.  If a teacher felt it would be beneficial, they asked me to stay longer.  I used a template which I produced myself (see Appendix 4).  I also observed some assemblies and extra-curricular activities including an after-school ICT club, a road awareness session with Year 2 pupils and a guest speaker on safety in Year 5.  I also looked around at displays in classrooms, corridors and the hall.  
The Catholic ethos was certainly prominent throughout and staff were excellent role models for the pupils.  I was impressed with the positive pupil-staff relationships that had been developed; staff knew the pupils very well and genuinely cared about them and their needs.  Staff spent a lot of time planning meaningful activities that supported learning and, at times without explicitly trying, also the four purposes. It seemed to me that the coverage was very natural.  I am sure that it is being more planned and explicit with the introduction of the new curriculum but it was pleasing to see that much of this was already happening despite the introduction of the four purposes. 
Cohen et al. (2011: 537) argue that qualitative data analysis involves ‘organising, accounting for and explaining the data; in short, making sense of data in terms of the participants’ definitions of the situation, noting patterns, themes, categories and regularities.’  These notes, memos, thoughts, reflections also become data. From all of this data, I was able to provide the school staff with feedback on how they are currently developing the four core purposes in their curriculum.  Cohen et al. (2011: 554), however, argue that in qualitative data, the data analysis is almost inevitably interpretive, hence the data analysis is less a completely accurate representation.  The issue is that the researcher brings to the data ‘her own preconceptions, interests, biases, preferences, biography, background and agenda’.  Marshall & Rossman (2006, cited in Cohen et al., 2011) argue that the act of interpretation brings meaning to raw, inexpressive data which is a necessary process.

With regards to generalisability, Basit (2010) states that it is a necessary end product of quantitative research whereas qualitative research as a rule, does not seek to generalize to the wider population.  He argues that generalisations can be made about the instance or the group but these are not statistical generalisations as case studies do not claim to generalise to the whole population.  Robson (2002, cited in Basit, 2010: 19) argues that case studies offer analytical generalisations, which means that they develop theories from one case which can help researchers to understand other similar cases, phenomena and situations and Basit (2010) adds that insights from case studies may be directly interpreted and put into action for improvement of policy and practice and that case studies allow the readers to make their own judgements about the implications of the research.  This was my intention.  Lawrence Stenhouse (1985) supports this, adding that one collects and records data about a case or cases to prepare a report or a presentation of the case, adding that case study does not preclude an interest in generalisation, and many researchers seek theories that will penetrate the varying conditions of action, or applications founded on the comparison of case with case (Stenhouse 1985, cited in Bassey, 1999: 25).  Robson (2002) and Yin (2009, both cited in Cohen et al., 2011: 294) claim that case studies opt for ‘analytical’ rather than ‘statistical’ generalisation and that case studies can be part of a growing pool of data, with multiple case studies contributing to greater generalizability.  Bassey (1999) refers to three types of generalisations: scientific, statistical and fuzzy and says that statistical generalisation is what the classical physicist looked for and is not appropriate for summarising social findings.  An essential feature of case study is that sufficient data are collected for researchers to be able to explore significant features of the case and to put forward interpretations for what is observed and this is what I did.
Basit (2010: 56) insists that the data collected and the findings reported must not be falsified to make them socially acceptable or to appease a certain audience.  Fortunately, the feedback from the data was very positive.  Initially, when we started talking about the four core purposes, staff were very concerned about the changes and the impact on their workload.  However, I was able to show them that they are actually doing a great amount of excellent work already to promote these values amongst their pupils.  When we combine lessons, assemblies, extra-curricular activities, visits, guest speakers, displays and very general things such as role-modelling by staff and pupil-staff relationships, all four of the core purposes are well covered.  Certainly, there are aspects that some staff promote more than others naturally, perhaps dependant on their beliefs and personality but, on the whole, everyone appeared to be developing the values on a regular basis.
When considering the validity of these data, I looked at Basit’s (2010) view that validity signifies that the research actually measures or describes the phenomena it set out to measure or describe and that it is a vital element of effective research because traditionally if a particular study was invalid, then it was worthless (Cohen et al., 1999, cited in Basit, 2010).  She argues, however, that no research is totally valid as threats to validity cannot be completely removed in a research project, though they can be minimized.  She explains that we have to accept a measure of standard error in quantitative research and participants subjectivity in qualitative research.  Belson (1986, cited in Cohen et al., 2011: 209) suggests that validity of questionnaires can be seen from two viewpoints, first whether respondents complete them accurately, honestly and correctly and second whether those who fail to return them would have given the same distribution of answers.  In addition, Cohen et al. (2011: 204) argue that one way of validating interview data is to compare it with another measure that has already been shown to be valid.  I was able to do this with the questionnaire.  Considering this, I believe that my findings were relatively valid in that I was able to gather data that I required.  Cohen et al (2011: 198) also argue that threats to validity can be minimised at the design stage by, for example, choosing an appropriate timescale, selecting an appropriate methodology for answering the research questions and selecting appropriate instrumentation for gathering the type of data required.  I also considered this throughout.  I took into consideration my timescale as I knew I would only be working in the school until July 2019 so I had to ensure I had gathered all my findings prior to this date.  I also decided upon a case study as I felt that this was the most appropriate way of answering my research question about the coverage of the four purposes in the school’s current curriculum and to identify and areas that required further coverage.  In addition, I feel that the tools I chose for gathering the data needed were successful and relevant as I was able to gather sufficient evidence to support the findings.
Basit (2010) describes two concepts which relate to validity and which researchers ought to be wary of are ‘the Hawthorne Effect’ (reactivity on the part of the participants as the presence of the researcher alters the situation/behaviour) and the ‘Halo Effect’ (the researchers’ knowledge of the participants, data or situations can affect their judgement.  I considered both of these concepts as both could have been relevant to my situation.  Firstly, I waited until I had been working in the school for a term, popping in and out of classrooms, being present in assemblies and so on so that both staff and pupils felt relaxed in my presence and secondly, I was conscient to note down actual observations or information rather than opinions or feeliongs.  I then used triangulation to try to counterbalance any possible effect.  
With regards to reliability, Bassey (1999) defines it as the extent to which a research fact or finding can be repeated, given the same circumstances.  Similarly, Basit (2010) says that reliability denotes that the research process can be repeated at another time on similar participants in a similar context with the same results and is a necessary prerequisite to validity.  I am confident that this research could have been repeated and the same results would have been found.  
Basit (2010) adds that research that is valid is always reliable but reliable research is not necessarily valid.  In quantitative research validity can be achieved through the standardisation of research instruments, by crosschecking the data, and by using different instruments to examine the same thing.  Qualitative research is unique and particular to a setting and does not seek duplication to claim reliability.  Instead, it includes trustworthiness, honesty, distinctiveness of context, authenticity, comprehensiveness, detail and depth of response, and significance of the research to participants.  Qualitative researchers ought to illustrate to their audience that their entire research procedure, including data collection and analysis, has been scrupulous, honest and precise, and has addressed their research questions.  I am confident that I was honest throughout and addressed my research questions.  Lincoln and Guba (1985, cited in Basit, 2010) reject the term reliability in qualitative research and suggest substituting it with concepts such as credibility, neutrality, confirmability, dependability, consistence, applicability, trustworthiness and transferability.   Supporting this opinion, Cohen et al. (2011: 199) say that reliability is a synonym for dependability, consistency and replicability over time, over instruments and over groups of respondents and also Lincoln and Guba (1985, cited in Cohen et al., 2011: 201) prefer to replace ‘reliability’ with terms such as ‘credibility’, ‘neutrality’, ‘confirmability’, ‘dependability’, ‘consistency’, ‘applicability’, ‘trustworthiness’ and ‘transferability’ for qualitative research.  If I were to ask the participants from the school, I believe that they would confirm that I adhered to these terms throughout the research process.
Cohen et al. (2011) argue that the multiple sources of evidence used in mixed method research can provide convergent and concurrent validity on a case.  Bassey (1999), however, argues that the concepts of reliability and validity are not vital concepts in case study research and Basit (2010) argues that validity can be addressed by triangulation and explains that it is a strategy used to establish concurrent validity by looking at the same issue from different perspectives.  Cohen et al. (2011: 195) define triangulation as the use of two or more methods of data collection in the study of some aspect of human behaviour, adding that triangulation techniques attempt to explain more fully the richness and complexity of human behaviour by studying it from more than one standpoint and, in doing so, by making use of both quantitative and qualitative data.  Basit (2010) supports this adding that concurrent validity signifies that data collected from one source correlates, or concurs, with those collected from another source, enabling the researcher to show greater confidence in their findings or claim that the data and findings are valid.  Lin (1976, cited in Basit, 2010) also argues in favour of triangulation by stating that exclusive reliance on one method may bias or distort the researcher’s view, admitting, however, this is not strictly true as the depth or breadth of data generated by one method can portray a fuller picture without having to rely on triangulation. Fielding and Fielding (1986, cited in Basit, 2010) maintain that methodological triangulation does not necessarily increase validity, reduce bias or bring objectivity to research.  Similarly, Hammersley and Atkinson (1983, cited in Basit, 2010) caution that researchers ‘should not adopt a naively optimistic view that the aggregation of data from different sources will unproblematically add up to produce a more complete picture’ but nevertheless argues that triangulation is a helpful strategy to check not just the validity but also the reliability of data.  I used methodological triangulation where the same phenomena are investigated by using two or more methods of data collection rather than sample triangulation where the same issues are examined by interrogating different groups of participants.   I found it beneficial to triangulate the data by using a mixed-method approach and this enabled me to gather a greater amount of data to support the school in its quest to evaluate the extent to which they have already began implementing the four purposes of the new curriculum.

Conclusion
The literature review has given me insight into why the Welsh Government have decided to develop the whole curriculum around the values of the four Core Purposes.  Furthermore, Macblain (2014: 229) states that in comparison to other countries, children in the United Kingdom are more likely to have been drunk or had underage sex, and we have high rates of teenage pregnancy.  According to Macblain, there are around 100,000 episodes of children running away from home or care and he quotes Cowie (2012: 1, cited in Macblain, 2014: 229) who stated that in 2012, the National Society for the Prevention of Cruelty to Children (NSPCC) was dealing with 30,000 cases, some 0.25 percent of the population.  We certainly have to try to combat these societal problems.
Smith (2012) looked at the word ‘pedagogy’ and argues that teaching is just one aspect of it.  It also involves the process of accompanying learners; caring for and about them; and bringing learning into life.  He argues that it is concerned not just with knowing about things, but also with changing ourselves and the world we live in.  He tells us that within ancient Greek society there was a strong distinction between the activities of pedagogues and subject teachers. The first pedagogues were slaves who accompanied the sons of their ‘masters’ everywhere and sat with them when being schooled.  Plato talks about pedagogues as ‘men who by age and experience are qualified to serve as both leaders and custodians’ of children (Longenecker 1983: 53, as cited in Smith, 2012). Their role varied but two elements were common: the first was to be an accompanist or companion and the second, and more fundamental task in relation to boys, was to help them learn what it was to be men. Pedagogues were moral guides who were to be obeyed (Young 1987: 156, as cited in Smith, 2012), and more important than the schoolmaster because the latter only taught a boy his letters but the paidagogos taught him how to behave, a much more important matter in the eyes of his parents.
Siegal & Bryson (2018) also advocate the nurturing of qualities that teach children important life skills, encouraging them to open up their minds to new challenges, new opportunities, to who they are and who they could become.  These qualities are: balance (the ability to manage emotions); resilience (the ability to bounce back); insight (the ability to understand themselves and use what they learn to make good decisions and be mnore in control of their lives); and empathy (the ability to understyand the perspective of others and care enogh to take action to make things better when appropriate).  Furthermore, Bowkett (2007: 2) argues that employers are increasingly looking for more than just the functional skills of literacy and numeracy and a broad general knowledge and suggests a change of emphasis and approach in how we endeavour to educate our young people.  He advocates establishing a creative classroom as brain science has shown that human intelligence and creativity are fundamentally linked.  
I believe that teachers need to do both roles today; we have to support pupils academically to achieve but also support pupils to become ambitious, creative, ethical and healthy citizens of the future.  Form teachers in schools often take on more pastoral roles but it is essential that all teachers are always conscious of the fact that we are responsible for developing these values throughout school, in lessons, around the corridors, in assemblies, in the yard or on school trips.  Role-modelling will be a key element for schools when implementing the four core purposes.  After discussing the ‘teaching’ of values with the case study school, we decided that perhaps better verbs would be: promote, instill, model, encourage, develop or foster.  The values will need to become part of the ethos and culture of the whole school.
Perhaps the most beneficial part of this process of this case study for staff in the school was the feedback session.  Again, the headteacher dedicated one of the weekly after-school sessions to the meeting and all staff (apart from one who was ill) attended.  I presented my findings (see Appendix 4) but as I tried to make the document succinct and therefore readable, it did not include a lot of detail.  However, during the meeting I was able to explain in more detail what I had written and staff were able to ask questions and make comments as we went through the document.  Moreover, staff were already discussing ways in which they could address the recommendations and further develop the four purposes in the school.  Whitaker (1993: 51) suggests that a central function of management and leadership is the facilitation of learning and the creating of a culture which is learning focussed, curious about what it does not know, experimental in its development and rarely fearful of mistakes.  The leadership in the school is certainly aiming to create such a culture and I am confident that the school will be successful in implementing the new curriculum.  However, unfortunately I will not be part of this process as my one-year secondment has ended and I commence a new role in September.
The draft of the new curriculum released in April (WG, 2019) explicitly shows how teachers can develop the curriculum around the four Core Purposes, they are interwoven throughout the document and each Area of Learning and Experience contains a section on how it can support the core purposes.  This will certainly support schools initially to understand their importance and give them ideas of how they can be promoted and developed.  According to Sahlberg (2015), research and experience suggest that one factor is a necessary condition for all success factors: the daily contributions of excellent teachers and that the wisdom of the Finnish education success is: the teacher’s task is to help students do their best (Sahlberg, 2015).  Another important aspect of developing the new curriculum will be professional development.  Macblain (2014) offers lots of good advice on how children learn and how we, as teachers, can support them and emphasises the importance of professional development in helping staff gain greater confidence in their own abilities and help the create more effective learning environments for the children they teach.  Hopkins et al. (1994) argue that school improvement is more to do with how schools, in an era of change, can use the impetus of external reform to improve or develop themselves and based on what is best for the young people in that school and  Miles (1986) suggests that it is during the implementation phase that skills and understanding are being acquired and I agree that teachers will become more confident when they are actually using the documentation.  
This dissertation has been a very positive and informative process.  Personally, it has given me a greater understanding of the new Curriculum for Wales and in particular the four Core Purposes, but also it has allowed me to gain a better understanding of the primary curriculum.  I believe that it will also benefit the school in that they too have gained a greater understanding of the new curriculum and the four Core Purposes but also they will benefit from my evaluation and recommendations as they specifically explain where the values are being covered and to what extent.  The report also offers suggestions for areas that would require further development, for example developing pupils’ critical thinking and independence.  To conclude, I am positive about the potential of the new curriculum and look forward to going back to the classroom in September to begin implementing it myself.
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Appendix 1: Covering Letter for Participants
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	Participant Identification Number:
	

	PARTICIPANT INFORMATION SHEET

	Project Title:  A case study of the extent of which the four core purposes are currently being covered and encouraged in a local primary school.



Dear Participant, 
My name is Alison Pritchard and I would like to invite you to participate in my dissertation research. This aims to firstly evaluate the extent to which the school is currently developing the values of the four core purposes of the new curriculum for Wales, and secondly to highlight any of the values that may need more attention.   

Attached to this letter is a short questionnaire that will ask for your views of how the four core purposes are currently covered in school.   I would also like to invite you to participate in a short informal group interview where we could discuss the key findings of the questionnaire and attempt to iron out any areas that are unclear.  I understand that your time is at a premium but your opinions would be very valuable to me, and I anticipate that the group interview would last only about 20-30 minutes. 

Through your participation in the questionnaire and/or interviews, I hope to gain a clearer picture of current coverage and use this to support the school in addressing any areas that may presently under-developed. 

All of your responses will be kept strictly confidential and at no time will individual questionnaires be made public. This gives you a chance to express your views in a confidential and anonymous forum and still be able to make a difference. Your participation in this study is voluntary so you can withdraw at any stage with no negative implications. The questionnaire should take about 10 minutes to complete. There are also no wrong answers – I’m simply interested in your views as a professional. Completion of the questionnaire will be taken as consent to participate in the research – I won’t ask you to complete a separate form. 

After careful and precise analysis of the data obtained from this questionnaire and potential interview, I will be happy to provide you with a copy of the findings at your request. The questionnaire responses will be stored on my pen disk, and the results of the research will be shared with Jill Morgan, my dissertation supervisor at UWTSD.

I thank you in advance for your time and effort (if you choose to participate). If any questions do arise, feel free to contact me at your convenience.  The completed questionnaire should be returned to the headteacher and I will collect them from her.

Yours sincerely,

Alison Pritchard

	NAME & ADDRESS OF RESEARCHER
Alison Pritchard
c/o Jill Morgan
UWTSD Townhill campus
Swansea  SA20UT




Appendix 2: Questionnaire
[image: Image result for 4 core purposes]Questionnaire
1. Have you read Donaldson’s recommendation ‘Successful Futures’ (2015)?
Yes			No  			Some of it

2. If yes, what did you think of it?  What did you take from it?
……………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………

3. How much knowledge do you feel that you have of the new Curriculum for Wales? 
5		          4		          	3		     2		     	1 
A lot										Very little

4. How much knowledge do you feel that you have of the four Core Purposes? 
5		          4		          	3		     2		     	1 
A lot										Very little

5. Of the four Core Purposes, which do you feel would be most evident in your everyday practice?  
(Please tick one and say why)
· Ambitious, capable learners who are ready to learn throughout their lives.
· Enterprising, creative contributors who are ready to play a full part in life and work.
· Ethical, informed citizens who are ready to be citizens of Wales and the world.
· Healthy, confident individuals who are ready to lead fulfilling lives as valued members of society.
Why? ………………………………………………………………………………………………………………

6. Of the four Core Purposes, which do you feel would be least evident in your everyday practice? 
 (Please tick one and say why?)
· Ambitious, capable learners who are ready to learn throughout their lives.
· Enterprising, creative contributors who are ready to play a full part in life and work.
· Ethical, informed citizens who are ready to be citizens of Wales and the world.
· Healthy, confident individuals who are ready to lead fulfilling lives as valued members of society.
Why? ………………………………………………………………………………………………………………


7. Please give specific examples of how you already promote the values of the four Core Purposes both   
     within and outside of the classroom?
· Ambitious, capable learners who are ready to learn throughout their lives.

· Enterprising, creative contributors who are ready to play a full part in life and work.

· Ethical, informed citizens who are ready to be citizens of Wales and the world.

· Healthy, confident individuals who are ready to lead fulfilling lives as valued members of society.


8. During the summer term, I intend working with the school to help develop the core purposes into the curriculum.  Would you like any individual help with ideas for developing the core purposes?  
Yes					No
*If yes, what type of support would you like?



Thank you for giving your valuable time – I very much appreciate it and look forward to working with you in this area in the future.


Appendix 3: Questions for the Semi-Structured Group Interview
1. What were the main elements you took from the Successful Futures document?
2. Do you feel confident in your knowledge of the new Curriculum for Wales?
3. Do you have a sound understanding of the four Core Purposes of the new Curriculum for Wales?
4. Which of the four Core Purposes would you say that the school covers most thoroughly?
5.  Which of the four Core Purposes would you say the school could spend more time or effort on?
6. Tell me what you do to develop each of the four Core Purposes.
7. Are there specific elements of the four Core Purposes that you would like to work on personally for your classroom/pupils?
8. Are there further ways that some of the elements could be developed whole-school?


Appendix 4:  Template for observations (Learning walks, assemblies, clubs, displays…)
	Date:
	

	Type of observation:
	

	Findings related to CP1 (ambitious, capable learners):
	

	Findings related to CP2 (enterprising, creative contributors):
	

	Findings related to CP3 (ethical, informed citizens):
	

	Findings related to CP4 (healthy, confident individuals):
	

	Other relevant information:
	





Appendix 5:  Report for Participating School on how they are currently implementing the four Core Purposes
Report for Participating School
To what extent are the four Core Purposes of the new Curriculum for Wales currently promoted in the school?
Following the analysis of the questionnaires, semi-structured group interview and observations, here is a summary of the findings.
	Core Purpose
All our children and young people will be…
	Specific elements
	Evaluation & Recommendations

	ambitious, capable learners who:
	set themselves high standards and seek and enjoy challenge  
are building up a body of knowledge and have the skills to connect and apply that knowledge in different contexts  
are questioning and enjoy solving problems   
can communicate effectively in different forms and settings, using both Welsh and English  
can explain the ideas and concepts they are learning about  
can use number effectively in different contexts  
understand how to interpret data and apply mathematical concepts  
use digital technologies creatively to communicate, find and analyse information  
undertake research & evaluate critically what they find and are ready to learn throughout their lives
	Evaluation
This purpose was well-developed within classrooms in particular.  In the questionnaires and during the interview, staff were confident that they promote these values regularly.  During observations, specific aspects were evident in certain classes.  For example, many pupils enjoyed a challenge, were able to apply knowledge to different contexts, for example using numeracy skills when constructing the coordinates grid for the insects.  
On the whole, pupils were inquisitive and many were able to communicate effectively.  Activities to develop oracy were observed such as the game of ‘who am I?’ where pupils had to really think about their questions as they had a limited number each.   
Pupils were generally confident with their numeracy and number skills and were seen using them during in various activities in the Foundation Phase.
All ages of pupils were confident in their use of digital technologies.  Younger pupils were using ipads and the interactive whiteboard, older pupils were able to create short movies and were developing more challenging aspects of the DCF competently.  
Recommendations
There was very little evidence of pupils setting their own high standards.  This may very well be the case, but it was not apparent during the case study.
Although the use of Welsh was observed in certain classrooms for set routines and during the prayer in assembly, very little incidental Welsh was observed in general.  
Many teachers commented on the overloaded maths curriculum they follow – this is being addressed from September.
Although some pupils were seen carrying out research, they were not able to critically evaluate what they had found.  Perhaps more work could be done in this area.

	enterprising, creative contributors who:

	connect and apply their knowledge and skills to create ideas and products  
think creatively to reframe and solve problems  
identify and grasp opportunities  
take measured risks  
lead and play different roles in teams effectively and responsibly  
express ideas and emotions through different media  
give of their energy & skills so that other people will benefit + are ready to play a full part in life & work
	Evaluation
This purpose was less well-developed but was more developed than staff had first thought.  The questionnaires responses showed that staff felt this would be least evident in their everyday practice and this was probably true but despite this, the interview demonstrated that, in fact, they did a lot more to develop these elements than they had first thought.   Many examples were given of activities such as pupils participating in Governor reviews and safety walks; pupils given opportunities to lead initiatives such as healthy schools and the use of the Cornerstones curriculum to develop practical creativity and solve problems.  
Furthermore, the observations supported this, and pupils were seen to be expressing ideas and emotions regularly, carry out problem-solving tasks and worked well with peers in various contexts. 
Recommendations
There was little evidence of pupils using critical thinking skills.  It would be beneficial to encourage this type of activity to help develop their independence and resilience.
Also, some pupils naturally want to take opportunities but others who are less confident or less ambitious tend to let them pass by.  Explicitly showing how these opportunities could benefit them in the future may encourage more pupils to take these opportunities.  For example, the same pupils seemed to be on pupil groups such as eco-committee, speaking to visitors, selected for specific activities and so on.
I would also say that pupils need more encouragement to take measured risks.  The introduction of ‘Growth Mindset’ planned may very well address this aspect. 

	ethical, informed citizens who:

	find, evaluate and use evidence in forming views 
engage with contemporary issues based upon their knowledge and values 
understand and exercise their human and democratic responsibilities and rights 
understand and consider the impact of their actions when making choices and acting 
are knowledgeable about their culture, community, society and the world, now and in the past 
respect the needs and rights of others, as a member of a diverse society 
show their commitment to the sustainability of the planet + are ready to be citizens of Wales & the world	
	Evaluation
This purpose was extremely well-developed.  Staff were also confident that they promote ethical values in their questionnaires and in the interview.  The fact that it is a Catholic school certainly helps as good morals are explicitly promoted in assemblies, classrooms and around the school.  The ‘Jesuit Values’ introduced this year are a perfect example as well as the ‘Rights Respecting Schools’ scheme.
Pupils are very caring and respectful of one another.  Pupils were comforting anyone who was upset for whatever reason, they were playing with each other nicely in the yard.  The new little girl in Year 6 who has profound needs was wonderfully accepted and integrated.  The school has a lovely atmosphere and is very welcoming and supportive.
Contemporary issues were discussed in classrooms and assemblies.  For example, when discussing what pupils did over the weekend the issue of litter affecting the environment was discussed and the concept of riding a bike rather than taking the car to the park.
Some pupils were observed making good choices when given options and could justify why they had made that choice.
The themes of the curriculum were well thought out and teachers had chosen topics that could be used to develop cultural knowledge, both local culture and different cultures around the world. 
Recommendations
Pupils were able to give views, but many found it difficult to back up their views articulately.  This could be an area for development.
Also, pupils were knowledgeable about their rights but slightly less so about their responsibilities, particularly the younger children.

	healthy, confident individuals who:

	have secure values and are establishing their spiritual and ethical beliefs 
are building their mental & emotional well-being by developing confidence, resilience and empathy 
apply knowledge about the impact of diet & exercise on physical & mental health in their daily lives  
know how to find the information and support to keep safe and well  
take part in physical activity  
take measured decisions about lifestyle and manage risk  
have the confidence to participate in performance  
form positive relationships based upon trust and mutual respect  
face and overcome challenge  
have the skills and knowledge to manage everyday life as independently as they can and are ready to lead fulfilling lives as valued members of society
	Evaluation
Again, due perhaps to the fact that it is a Catholic school, this purpose was very well developed.  Pupils are encouraged to share the Catholic beliefs, and these are very prominent throughout the school.  Specific time is given in classrooms for the Religious Education framework to be delivered but regular assemblies and informal chats also demonstrated and promoted the Catholic values.  I believe that this will support their mental and emotional wellbeing and develop their resilience and empathy.
Pupils understood about healthy lifestyles and were able to chat confidently about this.  Displays also supported this and posters for Childline and Internet Safety were visible around the school.
As well as PE lessons, there were a variety of after school clubs offered and a range of outdoor activities available to all pupils during playtimes.
I observed practices for the school Christmas concert and family assemblies during the Spring term and pupils were confident.  I did not see any evidence of any pupil refusing to participate.
Recommendations
Although many pupils appeared healthy, some of the packed lunch choices were quite unhealthy.  Perhaps healthier packed lunch options could be discussed in the Healthy Schools group?
There was no evidence or mention of mental health during the case study but perhaps this is due to the age of the pupils.
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Knowledge of new curriculum	5	4	3	2	1	1	4	3	0	0	




Knowledge of four Purposes	5	4	3	2	1	0	4	3	1	0	



The Four Core Purposes

Most evident 	Ambitious, capable learners	Enterprising, crerative contributors	Ethical, informed citizens	Healthy, confident individuals	4	0	3	1	Least evident	Ambitious, capable learners	Enterprising, crerative contributors	Ethical, informed citizens	Healthy, confident individuals	1	6	0	1	




Individual Help to Develop the Purposes	Yes	No	7	1	


Have you read Successful Futures?	Yes	No	Some of it	50	0	50	
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Diagram 3: The four purposes
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3 apply know Sut the imp fiet and exercise skills to ¢

on phy tal health in their daily lives ) think creatively to reframe and solve problems
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£

N vm oz

Q)

&

14:42
24/05/2019

=





